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Abstract
I
Previous researches by Western and Taiwanese researchers (e.g., Forman, 1982; 
Kyriacou, 1978; Kuo, 1989,1990) suggest that teacher stress is primarily seen as a 
response to negative experiences in schools. The transactional model of stress 
suggests that changes in the way in which an individual perceives stress and copes 
with it can help to reduce/nullify the effect of some of the stressors they face. The aim 
of the thesis was to investigate whether change individuals’ perception of their ability 
to cope with stress (self-efficacy in transactional model of stress), through education, 
could reduce the impact of stress on Taiwanese futor-teachers. The moderating effects 
of individuals’ personality trait (Negative Affectivity and Optimism) on how stress is 
experienced by participants were also investigated.
Three phases were included in this research: an interview stage to identify the 
stressors faced by Taiwanese tutor-teachers and the existing stress coping strategies 
they used; a questionnaire phase to assess whether the types of stressors and means of 
coping identified in phase one were typical of the tutor-teacher population on a wider 
scale. This was necessary to establish whether perceived stress was a problem that 
needed to be addressed and to identify what type of approach would be of most use to 
investigate the moderating effects of self-efficacy on stress for this population. 
Results obtained from phase two of the research suggested that a multi-dimensional, 
interactive approach to stress management would provide the most appropriate vehicle 
for addressing the issues raised by participants and for investigating the moderating 
effects of self-efficacy and personality traits on the experience of stress. The Stress 
Inoculation Training {SIT) method (Meichenbaum, 1985) was identified as the most 
appropriate type of multi-dimensional interactive programme to be used for this 
purpose.
Twenty tutor-teachers in 7 junior high schools were questioned during the interview 
phase of this study. Their responses were used to develop the “Tutor-teacher’s Job- 
related Stressor Questionnaire (TJSQ)” and to modify the “Ways of Coping 
Questionnaire (WCQ)” (Folkman & Lazarus, 1988) to ensure it’s relevance to the 
study population. These questionnaires were then used to investigate stress-related
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issues and stress coping strategies amongst Taiwanese tutor-teachers in general. This 
questionnaire was sent out to 925 participants from 37 junior high schools in Taiwan 
(617 responded).
Six job-related stressors and four coping strategies were identified from responses to 
this questionnaire as being key to the negative experiences reported by tutor-teachers 
in Taiwan. The job-related stressors relate to “Hassles at Work” (the most frequently 
reported stressor), “Pupils’ Academic Achievement”, “Administration”, “Pupils’ 
Behaviour and Well-being”, “Pupils’ Parents”, and “Job Dissatisfaction”. The four 
key coping strategies identified were “Positive Reappraisal” (the most frequently 
reported technique), followed by “Planful Problem Solving”, “Seeking Social 
Support”, and “Self Control”.
A Stress Inoculation Training (SIT) programme was developed for phase three of this 
study and was constructed by using data gathered in phase 2. The SIT programme 
was based upon work by Meichenbaum (1985) and applies principles expounded in 
the transactional model (Lazarus & Folkman, 1984) and teacher stress model 
(Kyriacou & Sutcliffe, 1978a) to teach individuals how to look at their problems 
differently and to develop techniques to negate the impact of stressful events on their 
health and general well-being.
Techniques taught during the programme include: ABC model of emotion (Ellis, 
1962), problem-solving techniques (D’Zurilla & Goldfried, 1971), and a progressive 
relaxation technique (Jacobson, 1938). Eighty tutor-teachers took part in this phase of 
study. The General Health Questionnaire (GHQ; Goldberg, 1978) and Stress 
Physiological Symptom (SPS; Greenberg, 1993) were used to assess any changes in 
reported stress symptoms occurring as a result of the training. The perceived change 
on self-efficacy (measured by Tutor-teacher Job-related Stressor Questionnaire (TJSQ; 
Shu, 1999)), Negative Affectivity (PANAS; Watson, Clark, & Tellegen, 1988), and 
Optimism (LOT, Scheier & Carver, 1985) were used to measure the moderating 
effects on the intervention.
Participants were assigned to either the SIT group (receiving the SIT programme from
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week 1 to week 4 of the experimental period) or the WAIT group (receiving the SIT 
programme from week 5 to week 8 of the experimental period) and the measures were 
administered at three intervals during the study to monitor progress.
Positive results were achieved for both groups. As suggested in the transactional 
model of stress, changes in the way in which an individual perceives stress and copes 
with it can help to reduce the effect of some of the stressors they face. Participants 
who had a large change in perceived self-efficacy after receiving the intervention 
reported more improvements on GHQ and SPS than those whose efficacy changed a 
little or not at all. And also as suggested by Cooper et a l (2001) individuals who were 
high in NA reported getting more profit from the intervention than the others because 
they are more sensitive to the impact of stressors but is on strain rather than on 
stressors themselves. These findings also provide further evidence to support the 
viability of the transactional model and teacher stress model as a means of 
understanding the importance of cognitive appraisal and personal trait in the way in 
which stress is experienced.
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CHAPTER 1. INTRODUCTION
i
Over the past two decades a growing belief has developed in both occupational and 
government sectors, that the experience of stress at work can have undesirable 
consequences for quality of life, physical and psychological health and for the 
performance of individuals at work. These negative effects can, in turn, affect the 
“health” of organizations. This belief has been reflected both in the media and through 
concern voiced by trades unions, and professional and scientific bodies.
In academic texts and in popular articles we are told that stress is a fact of life, and that 
we should watch for the “danger signs” of stress. We should be aware of the possible 
“stressors” in our life and work, monitor our “stress levels”, analyse our “coping 
strategies”, and learn how to become “stress-fit” through a range of “stress management 
techniques”.
The Concise Oxford Dictionary (1995; 1999) has identified at least five alternative 
definitions of stress. Cox (1997) quotes three of them. The first definition describes 
stress as a constraining or impelling force, for example, ‘under the stress of poverty’. 
The second describes stress as an effort or demand on energy. The third definition talks 
about a force exerted on a body, as in ‘subjected to great stress’. These and other 
definitions suggest that there are essentially three different, but overlapping, approaches 
to the concept of stress, the physiological approach, the engineering approach and the 
psychological approach (Lazarus 1966; Appley and Trumbull 1967; Cox 1978, 
1990,1995; Cox and Mackay 1981; Fletcher 1988). The physiological approach defines 
stress in terms of the common physiological effects of a wide range of aversive or 
noxious stimuli. It treats stress as a particular set of physiological responses to a 
threatening or damaging environment. The engineering approach visualises 
occupational stress as an aversive or noxious characteristic of the work environment, 
and views stress as the environmental cause of ill health. The psychological approach 
defines work stress in terms of the dynamic interaction between the person and their 
work environment. In this theory stress is either inferred from the existence of 
problematic person-environment interactions or measured in terms of the cognitive
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processes and emotional reactions that underpin those interactions.
2
One occupational group that has been identified to be at particular risk from stress is 
teachers. There have been many reports that suggest that teacher stress is a global 
phenomenon that is on the increase from Western countries such as the US and UK 
(Travers, 1994; 1996; Kyriacou, 1987; 2000) to Far East countries, such as Taiwan 
(Tsai, 1985; Kuo, 1989; 1990; Kao, 2000)
Teachers have a key role to play in teenage development. Developmental psychologists 
(e.g., Erickson, 1963) suggest that teenagers have many challenges to face whilst at 
school. Not only do they experience changes in their bodies and minds but they must 
also make decisions about their future. They try to behave like adults but may lack the 
maturity and experience to be able to deal with everything by themselves. If teenagers, 
at this stage in their development, do not receive the right help and guidance, their 
future can be seriously affected. Teenagers spend lots of their time in school with 
friends and teachers, and in many cases it is the teacher who provides the major source 
of adult influence over teenage development. This can increase the pressure felt by 
teachers who work with this age group, particularly in Taiwan, because they must not 
only do their utmost to ensure that children achieve academically, but may also feel 
more responsibility for their pupils’ social development than teachers in other stages of 
education. This additional pressure may increase the risk of teachers suffering 
stress-related problems that, in turn, are likely to diminish their ability to guide their 
pupils effectively. This situation is particularly acute in some Far Eastern cultures, e.g., 
Taiwan etc., where the role of one particular type of teacher, namely tutor-teachers, 
differs significantly from those in Western cultures.
In Taiwan there are three types of teacher in the junior high school (12-15 years old) 
system: Administrative Teachers, Curriculum Teachers and Tutor-teachers.
Administrative teachers deal with the administration of the school and teach some 
subjects. Curriculum teachers focus solely upon teaching academic subjects. These 
teachers do not have to look after students or be responsible for the success/failure rate 
of their students. The most “at-risk from stress” group of teachers in the Taiwanese 
Junior High School system is the tutor-teacher of a class.
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Tutor-teachers are not only responsible for teaching but also for looking after students. 
Tutor-teachers are expected to teach some subjects, but also pay attention to the 
success/failure rate of students in their care. This is measured by the position achieved 
by students in tests taken every two months and by other competitions such as “weekly 
tidy and clean competitions” in the classroom. Supervisors evaluate the performance of 
tutor-teachers through inspection of both their teaching results and their performance as 
tutor-teachers. However, tutor-teachers are also answerable to the parents of their 
pupils. If the student experiences any difficulty at school, if their test results are worse 
than in a previous test, if they have trouble with other students or studying, 
tutor-teachers are the first to be questioned about these problems.
In Taiwan, the National Entrance Exam to High School is very tough1. As such, every 
school regards their performance in these exams as an evaluation of their school. 
Students are forced to study as hard as possible and therefore face lots of potential stress 
from exams. For some students the stress can be too intense and some react badly. In 
some cases this can lead to pupil absenteeism and even suicide. When this happens the 
tutor-teachers are held responsible and have to face questions from the public, the 
administration, and the student’s parents. All these issues combine to suggest that 
tutor-teachers face more responsibility and potential stressors than other teachers whose 
work involves simply the provision of lessons or administration of the school (W. Lin, 
1987; S. Lin, 1993). This thesis, therefore, focuses on the particular stressors faced by 
junior high school tutor-teachers in Taiwan.
A Governmental Report from the Taiwan Education Bureau (2000) provides details of 
the demographic characteristics of tutor-teachers in Taiwan (Table 1.1, see overleaf).
‘The Governmental Report from Taiwan Education Bureau indicates that in the year 2000 the rate of 
passing the National Entrance Exam from junior high school to high school was 32.65%.
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Table 1.1 The demographic characteristics of tutor-teachers in Taiwan in 2000
Groups N(%)
Area North 16295 (32.5%)
Central 12253 (24.4%)
South 15104 (30.1%)
Capital 6538 (13.0%)
Gender Female 31835 (63.4%)
Male 18355 (36.6%)
Age Under 25 2533 (5.0%)
25-29 7384 (14.7%)
30-34 7794 (15.5%)
35-39 6981 (13.9%)
40-44 7034 (14.0%)
45-49 8569 (17.1%)
Over 50 9883 (19.7%)
Years as a Tutor-teacher Under 5 years 10938 (21.8%)
6-10 years 8457(16.9%)
11-15 years 5943 (11.8%)
16-20 years 5884 (11.7%)
21-25 years 7679(15.3%)
25-30 years 7671 (15.3%)
Over30 years 3618(7.2%)
Total 50190 (100%)
It has been suggested that the way in which an individual interprets and experiences 
stress can depend upon many issues including personality factors such as their attitude 
to life in general, conceptualised in this research as their levels of “negative affectivity” 
or optimism and their perceived ability to cope with problems that they might face, 
conceptualised as “perceived self efficacy”.
1.1 Aims of this Thesis
The global aim of the thesis was to investigate the moderating effects of self-efficacy 
and personality traits on how stress is experienced by a particular subject population 
and to see whether an individual’s perceived self-efficacy can be altered, through 
education, to reduce the impact of stress on their working lives.
To achieve this, it was first necessary to understand the full range of stressors faced by 
the target group, i.e. tutor-teachers in Taiwan, and to identify the coping strategies they
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used to cope with their stressors. Phase two was used to assess whether the types of 
stressors and means of coping identified in phase one were typical of the tutor-teacher 
population on a wider scale. This was necessary to establish whether perceived stress 
was a problem that needed to be addressed and to identify what type of approach would 
be of most use to investigate the moderating effects of self-efficacy on stress for this 
population. Results obtained from phase two of the research suggested that a 
multi-dimensional, interactive approach to stress management would provide the most 
appropriate vehicle for addressing the issues raised by participants and for investigating 
the moderating effects of self-efficacy and personality traits on the experience of stress. 
The Stress Inoculation Training {SIT) method (Meichenbaum, 1985) was identified as 
the most appropriate type of multi-dimensional interactive programme to be used for 
this purpose.
The aims of phase one of this thesis were:
i) to identify the range of potential stressors and stress coping strategies for 
tutor-teachers using qualitative and card sorting techniques.
ii) to contrast these with stressors and stress coping strategies identified in teachers 
from other cultures to establish similarities/differences between different cultures.
Sufficient differences were identified on stressors between Taiwanese tutor-teachers 
and other cultures to make it necessary, in phase two
i) to develop a questionnaire {Tutor-teacher Job-related Stressor Questionnaire, 
TJSQ) measure to assess perceived frequency of the occurrence of stressors.
ii) to estimate the relative prevalence of classes of stressors in Taiwan and to 
illustrate the prevalence of the stressors in Taiwan which might further justify the use of 
a specific Taiwanese measure.
iii) to modify the Ways o f Coping Questionnaire {WCQ, Folkman, & Lazarus, 1988) 
(WCQ) make it suitable for Taiwanese tutor-teachers and then to investigate the most 
likely used modes of stress coping to decide the techniques which should be included in 
the stress reduction programme on the next phase of this research.
iv) to investigate the most desirable type of training programme to be used to help
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participants manage their stress more effectively and which would provide a suitable 
vehicle to ininvestigate whether it is possible to modify feelings of efficacy through 
education and whether such modification can influence the stress related symptoms 
experienced by Taiwanese tutor-teachers.
In phase three of this research project an intervention programme was administered to 
participants, results from which were used
i) to assess whether the relationship between stressor presence and stress outcomes is 
moderated by feelings of efficacy (TJSQ-Perceived self-efficacy).
ii) to investigate the moderating effect of Negative Affectivity (NA) on the 
effectiveness of the intervention programme.
iii) to investigate the moderating effect of Optimism on the effectiveness of the 
intervention programme.
iv) to assess the effectiveness of an intervention based on Stress Inoculation 
Training (SIT) method (Meichenbaum, 1985) in helping to reduce the stress outcomes 
reported by tutor-teachers in Taiwan.
The effectiveness of the programme was assessed using the General Health 
Questionnaire (GHQ; Goldberg, 1978) and Stress Physiological Symptom (SPS; 
Greenberg, 1993). The Positive and Negative Affect Schedule (PANAS; Watson, Clark, 
& Tellegen, 1988) and Life Orientation Test (LOT; Scheier & Carver, 1985) was used 
in this study to examine the moderating role played by personality traits on teachers’ 
experience of stress.
The Credibility Scale (C-scale; Clark & Ehlers, 1999) was used to assess the 
confidence of participants in the training programme that they receive. This measure 
was included to address the issue that for cognitive behaviour modification to work 
participants must have confidence in the programme they are receiving.
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1.2 Methods of gathering information
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Both the Chinese and English literature used in this research including books, 
periodicals, theses, and dissertation abstracts were obtained from libraries in both 
England (University of Surrey, and British Library) and Taiwan (Chen-Chu University 
and Taiwan National Library). Information was also obtained from the IRIS CD-ROM 
service in the University of Surrey (Psyclit), English Internet (Bids, E-Psyche, ERIC, 
Idealibrary, PsycINFO, Pubmed, and Science Direct) and the Chinese Internet (STIC). 
Information was searched for using key words such as; “stress”, “cope”, “coping”, 
“teacher”, “teacher stress”, “stress inoculation”, “SIT”, “cognitive behavioural therapy” 
and “cognitive therapy”. The Taiwan Governmental Reports concerning the name, 
location and size of schools, the numbers of teachers and students in each school, the 
distribution of teachers in Taiwan, and the passing rate of the National Entrance Exam 
from junior high school to high school, were gathered from the Taiwan Education 
Bureau’s Web site. The population distribution in Taiwan was found from the Taiwan 
Executive Yuan’s Web site.
1.3 Chapter Summaries
In total, there are seven chapters in this thesis. Chapter One introduces the thesis as a 
whole. Chapter two discusses the theoretical issues of stress, coping and teacher stress. 
Chapter three discusses the theoretical issues of stress management methods. Chapters 
four to six present the three phases of research conducted in this study and Chapter 
seven discuss the methods used in the study and the limitations and contribution of this 
study by taking the three phases of research as a whole.
The global aim of the thesis was to investigate the moderating effects of self-efficacy 
and personality traits on how stress is experienced by Taiwanese tutor-teachers. The 
concept that the way an individual interacts and interprets the world can be modified is 
central to the transactional model of stress. The first part of chapter 2 discusses this 
theory in more detail. In this theory stress is measured in terms of the cognitive 
processes and emotional reactions that underpin those interactions. The concepts of 
self-efficacy, personality traits (negative affective and optimism) and coping strategies
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are also discussed in this chapter.
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Because the subject population in this study is tutor-teachers, it is necessary to 
introduce the theory of teacher stress and the possible coping strategies tutor-teachers 
might use to deal with the problem situations. Among teacher stress theories, Kyriacou 
and Sutcliffe’s (1978a) “Teacher Stress Model” is similar to the principle of 
transactional model of stress, so its definition and theory is discussed in the second part 
of chapter 2. They define teacher stress as “a response to a negative affect (such as 
anger or depression)...usually accompanied by potentially pathogenic, physiological 
and biochemical changes.. .resulting from aspects of the teacher’s job and mediated by 
the perception that demands made upon the teacher constitute a threat to his/her 
self-esteem or well-being...” (p.2). Potential stressors and possible stress coping 
strategies for teachers are also discussed in Chapter 2.
Chapter 3 briefly discusses three stress management methods commonly used to help 
treat individuals with stress related problems. These include pharmacological 
approaches, behaviour therapy, and cognitive-behavioural approaches. 
Meichenbaum’s (1985) Stress Inoculation Training (SIT) method, a 
cognitive-behavioural approach to stress management, is described. The reasons for 
using the SIT method instead of other methods are also discussed in this chapter. It was 
because firstly, the SIT has been used successfully in the Western countries on helping 
people to deal with stress. Secondly, it is based upon a “Reciprocal Determinism” 
procedure which is similar to the concept of transactional model of stress and suggests 
that the stress responses are determined by how the individuals appraise the dynamic 
natural of the interaction between individual and the environment. The third reason 
was because it is a multi-component stress management approach which is believed 
(e.g., Murphy, 1996) to be helpful for participants to deal with any problems that might 
arise.
Chapter 4 to 6 describe the procedures and findings for the three researches in this study. 
Chapter 4 describes the procedure and findings for the first phase of research. In this 
phase interviews and a Multiple Sorting Procedure (MSP) were used to help identify the 
specific issues relating to job stress in a sample of tutor-teachers in Taiwan. A
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tutor-teacher’s job description was produced from the data gathered. Four aspects of 
job-related problems and four categories of coping strategies were identified from the 
data gathered. These findings were used to develop the “Tutor-teacher’s Job-related 
Stressor Questionnaire” (TJSQ). Many of the reported stress coping strategies in phase 
one of this research were similar to those assessed in the “Ways of Coping 
Questionnaire” (WCQ, Folkman & Lazarus, 1988). This questionnaire was therefore 
modified for phase 2 of the research by adding the information gathered from 
interviews to ensure that the questionnaire covered all possible stress coping strategies 
that might be used by tutor-teachers in Taiwan. This questionnaire was used to identify 
which skills needed to be taught in the intervention programme to help participants 
improve their feelings of perceived self-efficacy. The instruments, TJSQ, developed in 
phase two were also used in phase three to measure the perceived frequency of stressor 
throughout the experimental period and the perceived changes of self-efficacy before 
and after the SIT programme.
Chapter 5 describes the procedures and findings of phase two of this research project. 
The Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ), Way of Coping 
Questionnaire (WCQ), and a list of alternative stress reduction programmes was 
administered firstly as a pilot study to 45 participants and then to 617 junior high school 
tutor-teachers in Taiwan. Six key classes of stressor were identified from analysis of 
the TJSQ. Four key stress coping strategies, used for dealing with stressful situations, 
were identified from analysis of the WCQ. As suggested by Folkman & Lazarus (1988), 
these coping strategies can be further categorised into the broader categories, 
emotion-focused or problem-focused coping strategies. The type of stress management 
programme participants felt would be most useful was an “Emotion Management 
Programme”, followed by a “counselling skill training programme” and 
“communication skill training programme”. These findings are discussed and from 
these results a stress management programme was developed, focusing on teaching 
participants how to deal with emotional problems, using a small discussion group based 
approach in which participants could learn how to share their problems and listen to 
others experiences or problems. The TJSQ and the WCQ were checked for reliability 
and prepared for use in phase three of the research project. The TJSQ was used as an 
objective means of assessing the perceived frequency of stressor and changes in
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self-efficacy. Because many items in the WCQ were discarded after factor analysis, the 
WCQ was only used to provide the information about the most used stress coping 
strategies and to suggest the skills should be included in the intervention.
Chapter 6 describes the procedure and findings for the third phase of research in this 
study. Findings suggest that subjectively participants felt the programme was 
moderately helpful for managing their stress. The change in perceived self-efficacy 
was used as a moderator to check the effectiveness of the SIT programme on 
participants’ mental health (“GHQ”) and physical health (“SPS-physiological 
problems”). The personality traits Negative Affective (“NA”) and Optimism were also 
used as moderators to check the effects of the intervention on individuals. The findings 
suggested that participants with large change on perceived self-efficacy reported better 
improvements on GHQ and SPS after receiving the intervention than the small change 
participants. And the individuals with high NA reported better results on GHQ and SPS 
than the others.
Chapter 7 is the final chapter of the thesis. The research findings, discussions and 
recommendations of each research were reported in specific chapters relating to each 
individual research. Chapter 7 therefore discusses the theoretical implications of the 
study and reflections on the hypotheses when the research project is taken as whole. 
The methods used in the whole study and the contribution and recommendations for 
further study are also reported in this chapter. The reasons for using both qualitative 
and quantitative methods in this study and for developing the homegrown questionnaire, 
TJSQ, are discussed. This is followed by a discussion of the limitations of this study. 
This final Chapter ends with a number of recommendations for future research and 
assesses the overall contribution of this study to psychology as a whole. This chapter 
will also discuss the contribution of this study on the stress theory and the principle of 
stress management programme on the end of this chapter.
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CHAPTER 2. STRESS, COGNITIVE APPRAISAL
AND COPING
Stress is thought to be a contributor to many emotional disorders and somatic illnesses 
(Leventhal et a l, 1998; Cohen et al 1998). These include conditions such as coronary 
heart disease, anxiety states, ulcerative colitis, cancer, and insomnia and have been 
linked either with aversive life circumstances (e.g., pressure related to work) or with 
psychological variables that predispose the individual to experience chronically 
elevated levels of emotional and physiological arousal. The growing recognition of the 
part played by stress in the aetiology of many physical and psychological maladies has 
led to efforts to prevent or treat stress-related ailments by directly altering the 
individual’s response to stress and/or their response to stress provoking events.
The transactional model of stress focuses on the cognitive processes and emotional 
reactions underpinning individuals’ interactions with their environment and suggests 
that, through education, it is possible to change an individual’s reactions to the 
environment (Lazarus & Folkman, 1984). This suggests that with the right kind of 
education it should be possible to help individuals reduce the stress levels that they 
experience. The global aim of the thesis was to investigate the moderating effects of 
self-efficacy and personality trait on how stress is experienced by Taiwanese 
tutor-teachers using an educational approach consistent with the transactional model of 
stress.
2.1 Stress Theory
Some people view stress as a ‘third wave plague’, while others regard it as the 
‘whipping boy’ -  blamed for all of people’s ills and wrongs (Cox, 1997). To put these 
extreme views into a more rational perspective, it is important to understand what stress 
is. The concept of stress has received considerable theoretical and empirical attention in 
recent years, yet much ‘confusion and controversy’ still remains over exactly what 
stress is (e.g., Mikhail 1981; Singer and Davidson 1986). The Concise Oxford
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Dictionary (1995; 1999) has identified at least five alternative definitions. Cox (1997) 
quotes three of them. The first definition describes stress as a constraining or impelling 
force, for example, ‘under the stress of poverty’. The second describes stress as an 
effort or demand on energy. The third definition talks about a force exerted on a body, 
as in ‘subjected to great stress’. These and other definitions suggest that there are 
essentially three different, but overlapping, approaches to concept of stress, the 
physiological approach, the engineering approach and the psychological approach 
(Lazarus 1966; Appley and Trumbull 1967; Cox 1978, 1990,1995; Cox and Mackay 
1981; Fletcher 1988).
The first approach, the physiological model, defines stress in terms of the common 
physiological effects of a wide range of aversive or noxious stimuli (stressors). Studies 
in this area have treated stress as a dependent variable and tend to focus on the particular 
physiological responses (strain) of subjects to a threatening or damaging environment 
(stressor). The definition and study of the physiological approach to stress received its 
initial impetus from the work of Seyle (1950, 1956). He suggested that stress is the 
non-specific (physiological) response of the body to any demand made upon it (Seyle, 
1956) and his primary concern has been in investigating the physiological mechanism 
involved. This has led to a close association between response-based and physiological 
models of stress.
Physiological models have been challenged by researchers in two key areas. Firstly, 
they are too simplistic. Both the non-specificity of the physiological responses and the 
time course of the physiological response to aversive and noxious stimuli have been 
shown to be different from that described by Selye (1950, 1956). Mason (1971) has 
shown in a study of the effects of heat, that the same noxious physical stimuli do not 
produce the same stress response every time. Lacey (1967) has also argued that the low 
correlations observed among different physiological components of the stress response 
are not consistent with the notion of an identifiable response syndrome.
There is now much research that suggests that if the stress response syndrome exists it is 
not non-specific. There are subtle but important differences in the overall pattern of
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response. There is evidence, for example, of differentiation in the response of the 
catecholamines to stressful situations (T. Cox & S. Cox 1985). Several dimensions 
have been suggested as a basis of this differentiation but most relate to the expenditure 
of effort of different types; for example, physical versus psychological (Dimsdale & 
Moss 1980a, 1980b; Cox et al. 1985). Dimsdale and Moss (1980) examined 10 young 
physicians engaged in public speaking, and found that although levels of both 
adrenaline and noradrenaline increased when speaking, levels of adrenaline showed 
varying degrees of sensitivity. This sensitivity was associated with feelings of 
emotional arousal, which accompanied the public speaking. When Cox (1985b) 
examined the physiological response to three different types of task associated with 
short cycle repetitive work, he found that both adrenaline and noradrenaline were 
sensitive to work characteristics, such as pay scheme and pacing, but differentially so. 
This suggests that noradrenaline activation was related to the physical activity inherent 
in the various tasks, and to the constraints and frustrations present, while adrenaline 
activation was more related to feelings of effort and stress. Such responses provide 
further evidence of specific rather than non-specific responses to stress. This adds 
weight to the view that earlier physiological models might be too simplistic.
The second criticism of the physiological model is that it is conceptually dated because 
theories developed within this model were set within a relatively simple 
stimulus-response paradigm. As such, theories developed at this time largely ignore 
individual differences and the interactions between the individual and their various 
environments. In particular, it ignores the psychosocial and organisational contexts of 
work stress.
In contrast, the engineering analogy conceptualises occupational stress as an aversive or 
noxious characteristic of the work environment. In Smith’s “Hooke’s Law of 
Elasticity” (1987) stress is defined as an essential external force acting against a 
resisting body that may or may not operate within normal conditions. In his view stress 
becomes a stressor when the level of force exceeds limits defining structural integrity. 
In this model, stress is treated as an independent variable, looking for environmental 
causes of ill health (stressor) in the person’s response to disturbing or noxious
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environments (strain). In these theories stress is usually described in terms of the load 
or level of demand placed on the individual, or some aversive (threatening) or noxious 
element of that environment (Cox 1978, 1990; Cox and Mackay, 1981; Fletcher, 1988; 
Ross and Altmaier, 1997).
The engineering model presents a very mechanical view of the impact of stress on an 
individual and implies that stress comes from outside the individual and there is little 
they can do about it because it is very difficult to change other people or the 
environment.
There are three main criticisms of the engineering model. Firstly, the engineering 
model is, as with the physiological model, rather simplistic. It does not adequately 
account for existing data, for example, the effects of noise on performance and comfort 
of individuals. The effect of noise on task performance is not a simple function of the 
loudness or frequency of the noise but can also be a function of the nature of the noise, 
individual differences and context effects (see, for example, Cox, 1978). Noise levels 
which are normally disruptive may help maintain task performance when subjects are 
tired or fatigued (Broadbent, 1971) while even higher levels of music may be freely 
chosen in social and leisure situations.
Scott and Howard (1970) wrote that, “certain stimuli, by virtue of their unique meaning 
to particular individuals, may cause problems only to them; other stimuli, by virtue of 
their commonly shared meanings, are likely to cause problems for a larger number of 
persons.” This statement implies the mediation of strong cognitive as well as situational 
(context) factors in the overall stress process. Douglas (1992) also makes this point 
forcefully with respect to the perception of risks (and hazards). Such perceptions and 
related behaviours are not adequately explained by the natural science of objective risk 
and are strongly determined by group and cultural biases. To suggest that stress related 
to noise, for example, simply results from the loudness and frequency therefore ignores 
the many other factors, which may be involved.
Secondly, the engineering model does not take into account the influence of underload.
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When stress levels are too low, people can also experience stress. For example, 
unemployment may be considered as a stressful situation. Weiss (1997) reported 
long-term unemployment as a chronic stressor affecting the health and well-being of the 
unemployed and their families. She conducted a study of 84 male participants and 
found that long-term unemployed (unemployed for longer than two months) 
participants reported a greater number of stress-related symptoms than short-term 
unemployed.
The third main criticism of the engineering model is that it does not take into account 
individual differences. The engineering model suggests that everyone experiencing a 
particular life event experiences the same amount of life change and, therefore, the same 
amount of stress. It largely ignores individual differences of a psychological nature and 
the perceptual and cognitive processes that might underpin them (Cox 1990; Sutherland 
and Cooper, 1990). The engineering model supposes that people translate the stimulus 
characteristics of the environment into psychological and physiological response 
parameters. It largely ignores the interactions between the person and their various 
environments, an essential part of systems-based approaches to biology, behaviour and 
psychology.
Both the physiological and engineering approaches to stress take a static 
stimulus/response view of stress, suggesting that people either will or will not cope with 
situations facing them. These approaches both imply that to reduce stress you need to 
remove the stressor and that there is little that can be done within the individual to 
enable them to cope with the situation better.
There is, however, a third approach to stress, known as the ‘psychological model’ of 
stress and this takes a different view. It conceptualises work stress in terms of a 
dynamic interaction between the person and their work environment. The 
psychological approach has developed from both the physiological and engineering 
models of stress, but attempts to bring together these two previously disparate 
approaches to account for the psychological factors involved in stress that previous 
models have failed to do.
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Many contemporary stress theories have applied variants of the psychological approach 
to stress research and two distinct types of theory have emerged: Interactional theories 
and Transactional theories. Transactional theories tend to be more concerned with the 
psychological mechanisms (cognitive appraisal and emotions) underpinning 
interactions between a person and their environment (Cox, 2000), whereas interactional 
theories of stress focus on the structural characteristics of the person’s interaction with 
their work environment.
2.1.1 Interactional Theories of Stress
The most frequently used interactional stress theory is Job Demands-Control (JD-C) 
theory (Karasek, 1979). This model, also frequently referred to as the job strain model, 
suggests that work characteristics are not necessarily linearly associated with worker 
health, and that they might combine interactively in relation to health. Karasek initially 
demonstrated this theory through secondary analyses of data from United States and 
Sweden. He found that employees in jobs perceived to have both low decision latitude, 
which is made up of two components: job control and skill utilization, and high job 
demands were particularly likely to report poor health and low job satisfaction. People 
with high job demands but more decision latitude were less likely to suffer in this way.
Later studies appeared to confirm the theory. For example, a representative sample of 
Swedish workingmen was examined for depression, excessive fatigue cardiovascular 
disease and mortality. Those workers whose jobs were characterised by heavy 
workloads combined with little latitude for decision making were all disproportionately 
represented on the possible outcome variables. The lowest probabilities for illness and 
death were found among work groups with moderate workloads combined with high 
discretion over work conditions (Ahlbom, Karasek and Theorell 1977; Karasek 1981; 
Karasek ef al. 1981). However, despite the strong popular appeal of this model there is 
only weak evidence to support the theory (Kasl, 1989; Warr, 1990). Even Karasek’s 
(1979) own analyses suggest an additive rather than a synergistic effect. Hurrell & 
McLaney (1989), Payne & Fletcher (1983), Perrewe & Ganster (1989), and Spector
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(1987) have also found an additive rather than a synergistic effect.
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The JD-C model has been expanded to incorporate other factors (e.g., social support). 
Siegrist and his associates in the UK (Siegrist, 1996; Siegrist et a l, 1990) proposed an 
Effort-Reward Model. According to this model, when the amount of effort required and 
expended exceeds the occupational rewards attained the individual will experience 
stress and may suffer health problems. This model focuses on the need for control and 
personal coping patterns and, like the JD-C model; it draws attention to the role of 
individual characteristics in modifying the stress-strain relationship. Bosma et a l (1998) 
conducted a research on 6895 men and 3413 women aged 35 to 55 years in London to 
compare JD-C model and Effort-Reward model on predicting coronary heart disease. 
They found that Effort-Reward model could be used to explain the higher risk of 
coronary heart disease better than JD-C model.
Despite the work by researchers to make this model more applicable to different 
situations and populations, there is still only weak evidence to support the relationship 
between the job demands and perceived decision latitude proposed on the JD-C model 
(Kasl, 1989; Warr, 1990).
This study aims to investigate whether it is possible to alter participants’ reaction to 
stress related incidents by modifying cognition and appraisal, in other words by 
changing the way in which participants think about the problems they face and assess 
the impact of these problems upon their lives. The JD-C model, which focuses on the 
structural characteristics of the person’s interaction with their work environment does 
not help in the investigation of these issues and so it has been decided to undertake this 
research using the transactional theory of stress as a framework.
2.1.2 Transactional Theories of Stress
The transactional model of stress views occupational stress as an interaction between 
stressor and strain through a continual process of appraisal and coping. Most 
transactional theories of stress focus on the cognitive processes and emotional reactions
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underpinning individuals’ interactions with their environment (Lazarus & Folkman, 
1984 in the United States; Cox & Mackay, 1981 in the United Kingdom). According to 
the transactional models, stress is defined as the internal representation of particular and 
problematic transactions between individuals and their environment and is a 
psychological state involving aspects of both cognition and emotion. This definition is 
similar to the International Labour Office’s definition of psychosocial hazards (ILO, 
1986) and with the definition of ‘well being’ recommended by the WHO (1986). It is 
also consistent with the developing literature on personal risk assessment (Cox & Tait, 
1991; Cox & Cox, 1993) and Dolbier (2000) has described the transactional model of 
stress as one of the most influential models of the stress-appraisal process. These 
consistencies and overlaps suggest an increasing coherence in current thinking within 
occupational health and safety about what stress is and the effects it can produce. In 
light of these statements, the transactional model of stress appears to be particularly 
appropriate for use in this study.
In a transactional model, stress reflects the internal representation of particular and 
problematic transactions between individuals and their environment and is a 
psychological state involving aspects of both cognition and emotion. Appraisal 
provides the evaluative process that gives person-environment transactions their 
meaning (Holroyd and Lazarus, 1982).
According to researchers, appraisal is the key issue in the transactional model. 
Cognitive appraisal is presumed to depend on two classes of antecedent conditions: the 
perceived features of the stimulus situation and the psychological structure of the 
individual. Some stimulus factors include the imminence of harmful conditions, the 
magnitude or intensity of the stimulus, the duration of the stimulus, and the potential 
controllability of the stimulus. Factors within individuals that can affect cognitive 
appraisal include their beliefs about themselves and the environment, the pattern and 
strength of their values and commitments, and related personality dispositions. What an 
individual believes about themselves and their environment has an impact upon how 
they appraise stimulus factors around them. Bringing about changes in the beliefs and 
values of the individual can, in theory, help to modify the impact of such stimulus
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factors thereby reducing the amount of stress experienced.
The focus of transactional models of stress is the cognitive appraisal and coping 
methodologies used by individuals to interpret and make sense of the world around 
them. Lazarus (1999) and Folkman and Lazarus (1986a) suggest that there are both 
primary and secondary components to the appraisal system. These appraisal processes 
may be conscious, rational, and deliberate, or may occur outside of consciousness 
relying on less accessible agendas and processes or having become automated.
Within the transactional model there is a primary component in the appraisal system 
which continually monitors a person’s transactions with his or her environment (in 
terms of demands, abilities, constraints and support). This appraisal focuses on the 
question ‘Do I have a problem?’ and the recognition of a problem situation is usually 
accompanied by unpleasant emotions or general discomfort.
Assessment of the situation may produce a number of responses. In general terms if an 
individual thinks the event represents a threat or harm/loss, it makes them feel stress, if  
not, then no stress feeling will arise.
If ego involvement in the stressor is determined, (i.e. if the individual appraises that the 
event is important to his/her well-being), the individual will assess his/her ability to 
handle the demand, a process termed secondary appraisal. Secondary appraisal is 
contingent upon the recognition that a problem exists and involves a more detailed 
analysis and the generation of possible coping strategies (‘What am I going to do about 
it?’). Secondary appraisal takes into account what coping options are available, whether 
a given coping option will be successful (Bandura’s (1977a; b; c) outcome expectation 
concept), and the individual’s ability to successfully execute the coping option 
(Bandura’s (1977) self-efficacy concept in Lazarus & Folkman, 1984).
Encounters with the environment are continually changing and generating feedback 
about the psychological situation. Therefore, primary and secondary appraisals are also 
continually changing, which is why emotions are always in flux. Feedback about the
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environment, or from one’s own actions and reactions, constitutes new information to 
be evaluated. Thus, an event that is initially appraised as threatening may be later 
reappraised as benign, and coping strategies that are initially found to be lacking may 
later be found to be adequate. Conversely, events that one initially evaluates as 
non-threatening may be later re-evaluated as stressful. Lazarus (1991) refers to this 
process of further evaluation as reappraisal.
Stress arises when individuals perceive that they cannot adequately cope with the 
demands made on them in terms of requests or requirements for physical or mental 
action. This becomes important when there are threats to their well-being (Lazarus 
1976,1999; Cox 1990a); when coping is of importance to them (Sells 1970; Cox 1978); 
and when they are anxious or depressed about this situation (Cox & Ferguson 1991). 
The experience of stress is therefore defined by, first, the realisation by a person that 
they are having difficulty coping with demands and threats to their well-being, and, 
second, that coping is important and the difficulty in coping worries or depresses them.
This approach allows a clear distinction between the effects of lack of ability on 
performance and those of stress. If individuals do not have the necessary knowledge or 
level of skill to complete a task then their performance will be poor. They may not 
realise this or if they do it might not be felt to be of importance or give rise to concern. 
This type of situation does not lead to a stress response. However, if individuals (a) do 
realise that they are failing to cope with the demands of a task, and (b) experience 
concern about that failure because it is important to them, then such a situation does 
cause a stress reaction. In these circumstances, the effects of such stress might then 
cause a further impairment of performance over and above that caused by lack of ability.
Self-Efficacy
Self-efficacy has a well-documented role as a buffer in the relationship between stress 
and strain. It is a key element in Bandura’s (1977) social learning theory. According to 
Bandura, “Among the mechanisms of personal agency, none is more central or 
pervasive than people’s beliefs about their capabilities to exercise control over events
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that affect their lives” (1989, pi 175). Self-efficacy has been defined as “a belief in 
one’s capabilities to organise and execute the courses of action required to produce 
given attainments” (Bandura, 1997, p. 2). In the work context, self-efficacy refers to 
judgments employees make concerning their ability to do what is required to 
successfully perform their jobs (Riggs, and Knight, 1994). These perceptions of 
self-capabilities or self-efficacy have been identified as key factors affecting thought 
patterns and performance in a wide variety of tasks. For example, self-efficacy 
perception influence choice of activity, task perseverance, level of effort expended, and 
ultimately, degree of success achieved. Inaccurate estimates of self-efficacy may 
develop from faulty task analysis or from a lack of self-knowledge (Bandura & Scaunk, 
1981).
Bandura (1997) has suggested that in the service professions, personal efficacy to 
manage services and interpersonal relationships is thought to be a substantial 
contributor to occupational success, which would include the prevention of burnout 
(one of the stress related mental health outcomes). Ozer (1995) found that women who 
had high perceived self-efficacy surrounding the management of the demands of work 
and family life were less likely to experience physical and emotional strain and more 
likely to experience a positive sense of well-being. Midgely, Feldlaufer, and Eccles 
(1989) reported that adolescents, when changing from the self-contained classroom 
environment of elementary school to junior high school (with multiple tracks and class 
rotations), excelled when they had a high sense of self-efficacy and became more 
self-doubting when they had a low sense of self-efficacy. Bandura (1997), Frayne and 
Latham (1987, in Battles 2000), and Latham and Frayne (1989, in Battles 2000) 
reported that employees who engaged in guided mastery programs which taught the 
skills needed to manage social problems at home and work, control substance abuse, 
and raise self-motivation, developed an increased sense of self-efficacy in these areas 
and were able to increase their work involvement. Clearly, self-efficacy can play a 
significant role in reducing the harmful effects (i.e. strain) of a stressor or group of 
stressors on an individual.
\
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The Role of Individual Differences in Stress Experiences- Negative 
Affectivity (NA) and Optimism
Later refinements of the theory of self-efficacy (Cox and Fergruson, 1991) suggest that 
individual differences (e.g., age, anxiety, proneness, negative affectivity, 
optimism/pessimism) can act as moderators of the stress-outcome relationship, this is 
also indicated by other researchers of the transactional model of stress (e.g., Borg, 1993, 
Fogarty, et a l, 1999, van Dick & Wagner, 2001). Cox (1993) suggests that primary 
appraisal is, by its very nature, subject to individual differences. First, individual 
differences may exist in relation to the person’s perception of job demands and 
pressures. Second, people may vary in the amount of control that they can exercise over 
any situation, not only as a function of that situation but also as a function of their belief 
about control. Thirdly, people may vary in their need for social support and the skills 
that they have for exploiting such support, and in their perception of support. Finally, 
the stress-strain relationship is moderated by individual differences not only in primary 
and secondary appraisal but also in coping behaviour and emotional and physiological 
response tendencies, latencies and patterns.
Negative Affectivity (NA)
Negative affectivity has been recognized as a potent individual difference variable that 
might influence self-reports of both occupational stressors and subsequent perceptions 
of strain (Brief et a l, 1988; Parkes, 1990; 1992; Patricia & Fred, 1993; Fogarty et a l, 
1999; Spector et a l, 2000). This is particularly true amongst organizational 
psychologists, whose interest is in the impact of personality dispositions on work 
appraisal.
The term “negative affectivity” was first introduced by Tellegen in his personality 
literature (1982, in Patricia & Fred, 1993). Negative affectivity is described by Watson 
and Clark (1984), as a stable personality disposition that subsumes trait anxiety, 
depression, and low self-esteem. Individuals high in negative affectivity (NA) are 
considered more likely to experience distress and dissatisfaction because they tend to 
focus on their failures and dwell on the negative side of life in general (Watson &
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Kendall, 1989). They state that, “high NA reflects a wide range of negative states 
including fear, anger, guilt, disgust, loneliness, and self-dissatisfaction” (pp. 9-10). 
Decker and Borgen (1993), Fogarty et al., (1999), and Spector et a l, (2000) have also 
demonstrated that people high in negative affectivity tend to focus on negative aspects 
of themselves and others and were more likely than people low in negative affectivity to 
report psychological distress.
Watson & Pennebaker (1989) found that trait negative affectivity measures were 
significantly related to self-reports of physical complaints and similar findings have 
been reported by Moyle (1995).
As a result of this and other research, Iverson et al. (1998) has concluded that there are 
three mechanisms underlying the relationship between NA and stress. These are: (a) a 
predisposition to interpret situations negatively; (b) an increased tendency to process 
selectively information that emphasizes the negative aspects of the situation; and (c) a 
decreased tendency actively to control the environment.
One of the issues for this research project was to investigate whether the stress reduction 
programme developed for the study would be of equal benefit to all participants or 
whether there were some that need more help than others (i.e. whether a blanket 
approach could be adopted for helping reduce the stress experiences of participants or 
whether the stress reduction programme should and could be tailored to meet the needs 
of participants). The relationship between NA and stress was considered to be a 
potentially important issue in this area. It was therefore of interest to know whether 
negative affectivity could moderate the effectiveness of such a programme. On the 
basis of previous research, participants who record high levels of negative affectivity 
should get more benefit from the programme than participants who record low levels of 
negative affectivity. This is because the high NA individuals show a tendency to report 
high levels of stress and stress responses (more stress symptoms) and therefore have 
greater scope for improvement. However, because they also always tend to see the bad 
things in life it is possible that such programmes cannot help individuals high in NA 
because they may fail to modify the individual’s perception of their ability to cope
better.
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Optimism
Another factor considered to be important for this research was the role played by 
optimism/pessimism. Change (1998) has indicated that optimism and pessimism both 
have a direct influence on psychological adjustment. This influence goes beyond what 
could be accounted for by perceived stress and can moderate the relation between stress 
and psychological well-being. Strutton and Lumpkin (1993) found that optimists were 
found to employ more problem-focused coping tactics, while pessimists used more 
emotion-focused coping. Optimism and pessimism are characterized by generalized 
positive/negative outcome expectancies, respectively. These represent important 
individual difference variables that can influence psychological and physical well-being 
(Scheier & Carver, 1985; 1992). The positive affect and stable adjustment of optimists 
are contingent upon their expectations that the consequences of engaging in effortful 
activities will lead to attainment of a goal. With respect to future outcomes, more 
optimistic individuals typically expect the best and feel that good things will happen to 
them. Optimism may also promote well-being through the cognitive re-appraisals of 
situations in which meeting a goal is determined by external factors (e.g., society, 
chance or a higher power) (Mao, 1994; Chang, 1998).
Beyond its impact on psychological outcomes, optimism has also been reported to have 
significant influence on a number of favourable health outcomes. For example, 
optimism has been linked to lower levels of distress and anxiety, fewer physical 
symptoms, psychological well-being, and lower mortality (Aspinwall & Taylor, 1992; 
Cover et a l, 1993; Change, 1998; Vickers & Vogeltanz, 2000). Optimism has also been 
used to predict psychological adjustment longitudinally. For example, optimism has 
predicted changes in immune system functioning due to acute and persistent stressors 
(Cohen et ai, 1999) and levels of distress and well-being in breast cancer patients 
(Miller et al., 1996).
This study aims to examine the moderating effect of optimism on the effectiveness of an 
intervention programme designed to teach new/additional coping strategies to
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participants and help them to cope more effectively with the stressors they face. If the 
transactional model of stress is correct and it is possible to alter participants’ reaction to 
stress related incidents by modifying cognitions and appraisal, participants with low 
scores in optimism should record greater reductions in their stress responses than 
participants with high scores in optimism as their cognitions are changed to see life in a 
more optimistic way.
The Transactional model of stress provides a generalised framework for understanding 
why stress occurs and what, in theory, can be done to change the outcomes of the 
cognitive appraisal cycle. The aim of this study is to apply the principles of the 
transactional model in a “real world” situation, to investigate whether moderating 
individuals’ perceived self-efficacy (the appraisal about oneself having ability to 
successfully cope with stressors) by a stress reduction programme could reduce 
individuals’ stress outcomes and whether the effectiveness of the programme were 
modified by individuals’ personality trait (“NA” and “Optimism”).
2.2 Teacher Stress
Teachers were chosen as the subject population for this study because there is a 
pervasive perception among teachers and those who study their behaviour that there is a 
good deal of occupational stress amongst teaching professionals. Teaching, including 
background functions such as administration is seen as a highly stressful profession and 
many teachers are reportedly being forced into early retirement because of the 
unbearable levels of stress that they face. A survey of 257 teachers in mixed 
comprehensive schools in England conducted by Kyriacou and Sutcliffe (1978b) found 
that approximately 20 percent of respondents rated being a teacher as either very 
stressful or extremely stressful, and Pratt (1978) found a similar figure amongst English 
Primary School teachers. Some writers, such as Dunham (1978) and Borg (1990) in 
English, Jacobsson (2001) in Swedish and van Dick and Wagner (2001) in German have 
suggested that more teachers than ever before are experiencing severe stress.
Similar levels of teacher stress have also been reported in Taiwan. Research conducted
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by Hwang and Cheng (1989) on 734 junior high school teachers found that teachers 
reported significantly high levels of stress than the elementary school teacher. Mao
(1995) found similar results amongst 607 Taiwan junior high school teachers. These 
levels of stress are perceived to occur because of the powerful interpersonal demands of 
the job and its attendant roles, as well as the large task demands and expectations. 
Tutor-teachers in Taiwan have particular problems associated with their positions that 
can make their stress levels even worse. Parents have the right to contact a tutor-teacher 
in the day, night, or the weekend to discuss the behaviour and performance of their 
children and they tend to be much more personally involved with their pupils than other 
teachers. The education system in Taiwan means that tutor-teachers can be held 
personally responsible for their pupils’ performance in school and only the best teachers 
can teach in the top schools which increases the pressure they are under to perform.
Many of the problems faced by tutor-teachers do not have structural solutions, there are 
not necessarily things that can be changed about the working environment and their job 
etc that will significantly alleviate the stressors they face. It is believed that what is 
needed are appraisal and coping skills that may help them view their problems 
differently. However, a literature search conducted at the beginning of this research 
project found that no previous research has addressed the problems faced by junior high 
school tutor-teachers in Taiwan in this way. It is for this reason that this research 
focuses on the specific problems faced by tutor-teachers in Taiwan.
2.2.1 Definition of Teacher Stress
Teacher stress has been defined in a number of different ways. Some define it in terms 
of the nature of the pressures and demands facing teachers. Payne (1983), for example, 
suggests that teacher stress is a function of the balance of job demands, social support, 
and job constraints in schools. Others define teacher stress in terms of an excess of 
pressures and demands on teachers over their ability to cope with these pressures and 
demands. Leach (1984) used this definition when he described teacher stress as a state 
of the individual in which physiological and biochemical changes in the organism (such 
as increased heart-rate) occur as a result of some discrepancy between the teacher’s
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perceived work demands and ability, or an anticipation of negative consequences (such 
as threat to self-esteem or well-being) following a failure to cope with demands seen as 
important by self or others, or following the frustration of attempts to apply skills 
effectively to achieve goals perceived as important by the individual by factors in the 
school environment.
Currently, the most widely used definition of teacher stress was developed by Kyriacou 
and Sutcliffe (1978a). They define teacher stress as “.. .a response to a negative effect 
(such as anger or depression)... usually accompanied by potentially pathogenic, 
physiological and biochemical changes ... resulting from aspects of the teacher’s job 
and mediated by the perception that demands made upon the teacher constitute a threat 
to his/her self-esteem or well-being...” (p. 4).
This definition is believed to be particularly appropriate for this study because the 
assumptions made, regarding the role of cognitive appraisal (perceptions on job) as a 
key component of stress, are similar to those adopted in this study.
Kyriacou and Sutcliffe (1978a) proposed that teachers are particularly open to stress 
because they feel that they have to meet very high level of expectation. Often they may 
feel that what is expected of them is unattainable and this can lead to them feeling 
threatened. In these circumstances, teachers are often frightened of being overwhelmed 
and, according to the transactional model of stress, the way in which teachers appraise 
the demands made upon them can affect the degree to which they feel overwhelmed. 
Appraisal will depend on the interaction between the teacher’s individual characteristics 
and his/her perception of the demand. Individual characteristics that may influence 
appraisal can include biographical details (e.g., gender, age, teaching experience), 
personality disposition (e.g., anxiety proneness, flexibility-rigidity, negative affectivity), 
higher order needs (e.g., need for self-actualisation) and the ability to meet or cope with 
the demands. The teacher’s perception of his or her own ability to meet or cope with 
demands can also influence the levels of stress they experience.
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2.2.2 Teacher Stress Model
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Kyriacou and Sutcliffe (1978a) have developed a complex, interconnecting model that 
emphasizes the importance of cognitive appraisal to explain the specific nature of 
teacher stress (Figure 2.2, see overleaf).
In this model, there are eight interconnected phases with four feedback loops, all 
revolving round the importance of cognitive appraisal, as emphasised in the 
transactional model.
Kyriacou & Sutcliffe suggest that where psychological or physiological ‘stressors’ exist, 
the way in which the individual views them may cause them to become ‘actual 
stressors’. This is because such stressors threaten self-esteem. If the individual is able 
to take measures to cope with actual stressors that arise they do not experience stress 
and are able to face more potential stressors. If the individual does not have the 
appropriate skills to tackle the stressors and the failure has important consequences for 
him/her or the individual is high in negative affectivity and may tend to focus on his/her 
failures and dwell on the negative side of life in general. In this state stress is 
experienced and may be aggravated to a greater extent by further stressors. When new 
potential stressors are experienced the individual may appraise these in a negative way, 
which leads to even more stress. Stress can become a vicious circle and can build up 
and up to a ‘chronic’ stage. This chronic stage may also be affected by stressors outside 
work (potential non-occupational stress), such as ill-health, which again inject back into 
the original model and can make the situation worse.
The distinction between potential occupational stressors and actual occupational 
stressors is a key feature of this model of teacher stress. What turns a potential source of 
stress into an actual source of stress for a particular teacher depends on the teacher’s 
perception of the potential source of stress as a threat.
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Feedback Loops:
(a) Coping mechanisms adopted by a teacher to deal with an actual stressor may 
affect the teacher’s appraisal of potential stressors. If successful, actual 
stressors will be reduced to the status of potential stressors.
(b) Teacher stress in itself may affect appraisal; if a teacher is under stress, he or she is 
more likely to perceive further demands as threat to self-esteem or well-being.
(c) When there is ill-health developing, there may be an increase in stress as this 
becomes a non-occupational stressor. Time off for illness may well increase 
occupational stress.
(d) The individual failure to cope in the past may make the teacher more prone to 
feeling that they cannot cope in the future.
Figure 2.1 A Model of Teacher Stress (adapted from Kyriacou & Sutcliffe, 
1978a)
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Other researchers have tried to model teacher stress, such as Dunham (1992) by 
extending the Engineering model of stress and Payne and Fletcher (1983) by applying 
JD-C model. Payne and Fletcher’s research failed to find a relationship between job 
demands and control and both approaches have been inconclusive in so far as the degree 
to which social support might help to negate the effects of teacher stress.
For this study, Kyriacou and Sutcliffe’s teacher stress model will be used because it 
represents a conceptualisation of the transactional model of stress in relation to the 
teaching profession and has been used to identify key stages in the development of the 
SIT training programme used in this research project.
Kyriacou and Sutcliffe’s teacher stress model has also been used successfully in 
research by van Dick and Wagner (2001), who conducted two studies of German school 
teachers (study one with 356 subjects and study two with 201 subjects), then, used 
structural equation modelling to examine this model. Their findings supported the 
predications of this stress model and found that coping techniques such as global 
support and self-efficacy moderated the relationship between stressful events and strain.
Potential Stressors in the Teaching Profession
Much of the research conducted in the area of teacher stress has focused solely upon 
identifying potential stressors in the teaching environment. Some research has 
attempted to help teachers reduce their stress with generalised “stress buster” 
programmes. Little research to date has attempted to develop targeted programmes that 
identify the key stressors experienced by particular teacher groups that need addressing 
and to develop programmes that can help them address these particular issues as well as 
the more generalised problems. This study attempts to do just that by identifying 
stressors particular to a type of teacher and asking for their input regarding the type of 
coping strategies they feel they would like to acquire before finalising the training 
programme.
To develop an stress reduction programme targeted specifically at teacher related issues 
it was first necessary to develop an understanding of the potential stressors relevant to
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the target group and to check their relevance to tutor-teachers in Taiwan. There are 
many sources of potential occupational stressors. These could be environmental such as 
the working environment, or psychological such as failing relationships with work 
colleagues, or physical such as life crises or ill health. The various sources of potential 
stressors can be grouped together in a number of categories.
Kyriacou & Sutcliffe (1978a) have identified two categories of potential stressors that 
are objective aspects of teachers’ job: psychological factors (e.g., demands for 
high-quality work, poor relationships with colleagues) and physical factors (e.g., 
dashing between work, noisy air-conditioning etc.).
Whether something is perceived as an actual threat or not by individuals depends upon 
the interaction between the teacher’s individual characteristics and their perception of 
the demands made upon them. Individual characteristics such as gender, age, and 
teaching experience can influence perception, as can personality dispositions such as 
anxiety-proneness, flexibility-rigidity, negative affectivity and optimism. Higher order 
needs such as the need for self-actualisation together with an ability to meet or cope with 
the demands, and the teacher’s beliefs-attitudes-values system can also influence 
whether a situation is perceived as stressful or not.
Tsai (1985) has identified six key sources of stress in his study of 501 schoolteachers 
from 20 junior high schools in Taipei County in Taiwan. The six key stressors 
identified in his study revolved around the administrator-teacher professional
i
relationship, students’ academic learning, role stress, job overload, students’ 
misbehaviour, and teacher career development. Hwang and Cheng (1989) conducted 
research on 734 junior high school teachers in Taiwan and identified four main sources 
of stress: interpersonal relationships between colleagues and administrators, pupils’ 
conduct, academic demands, and workload. Lin (1993) found that the most frequently 
reported stressor by junior high school teachers was pupils’ misbehaviour (41.3%), the 
next was work overload (26.5%), then problems related to students’ academic 
performance (16.1%).
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Kuo (1990) identified four main sources of teacher stress in Taiwan. The first relates to 
organisational problems in schools, this includes role conflict, role ambiguity, having to 
support school policy, and relations with colleagues and administrators. A second 
source of stress involves dealing with student related problems such as difficulty in 
learning, indiscipline and bad behaviour (e.g. assault). The third source of stress 
identified by Kuo involves job related problems such as workload, burnout, size of 
classes, and class atmosphere. In addition to these external factors, the individual 
characteristics of teachers have also been found to be important in teacher stress in 
Taiwan. Apart from these studies, little research appears to have been done into the 
sources of stress in the teaching profession, particularly that related to tutor-teachers, in 
Taiwan.
Kuo’s (1990) findings are similar to those made by Turk et al. (1982). Turk et al. 
reviewed 49 articles relating to teacher stress in the western world and identified seven 
problem areas: poor school environment, pupil misbehaviour, poor working conditions, 
personal concerns of the teacher, relationship with parents, time pressure and 
inadequacy of training.
• “Poor school environment” was the most frequently identified contributor to teacher 
stress (49% of 49 articles) (e.g., Chan and Hui, 1998). Role conflict, personality 
conflicts with other staff members, poor public opinion of schools, poor 
communication between teachers and other personnel, few rewards for creative 
teaching, student apathy and job insecurity all appear to contribute to a poor school 
environment. Problems with role conflict are often particularly significant in the 
area of the teacher-administrator relationships, as these two groups of people have 
different opinions about educational policy and resource utilisation. Role conflict 
also describes conflicts between school personnel and “outsiders,” especially 
parents. The conflict teachers may face between their role as provider of support 
and guidance, and their role as disciplinarian was also found to be a significant 
source of stress.
• “Pupil misbehaviour” 20 out of the 49 studies examined identified this as another
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common source of teacher stress (Cains & Brown, 1998; Lawrence et a l, 1977; 
Lowestein, 1975; Maxwell, 1974). The intensity and frequency of the problem of 
pupil misbehaviour does vary between studies. Cruickshank et a l (1974) polled 
experienced teachers and found that although control problems were highly 
“bothersome,” they were not frequent. Whereas Hudson and Meagher (1983) 
interviewed 200 regular and special teachers from four mid-western states in 
American schools and found that one of the most frequently reported stressors 
related to pupils’ discipline and behaviour problems. Coates and Thoresen (1976) 
also found in their review of 20 articles on the subject that the major anxiety of 
student teachers and teachers at the beginning of their career was the ability to 
maintain discipline.
“Poor working conditions” are also potential stressors. Large classes; inadequate 
salary; poor facilities; financial constraints; noise levels and excessive non-teaching 
duties (e.g., clerical or paper work, supervisory duties) have all been found to 
contribute to poor working conditions. Large classes and inadequate salary appear 
to be consistently reported by both United States and English teachers who reported 
that these factors were key in their feelings of stress.
“Personal concerns of the teacher”. This issue included teachers’ emotional 
concerns about students (such as their student liking them), unrealistic expectations 
of their professional abilities, and feeling uncomfortable to express their feelings 
(such as hostility, frustrations, or annoyance) towards students, staff, and 
administrators.
“Relationships with parents”. There appear to be two main causes of stress in this 
area: poor communication with parents and conflicting opinions with parents (e.g., 
Hawkins and Klas, 1997). Some teachers also suggested that problems arose 
because parents were uninterested in their children’s education. Cox (1977) found, 
when he grouped the sources of teacher stress identified by delegates at a conference 
on teacher stress, that Tack of support from pupil’s parents’ played a significant role 
in teacher stress. Dewe (1982) also found, in his study of 800 primary teachers in
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New Zealand public schools, that “expectations of parents” and “unsupportive 
parents” could cause teacher stress. Cooper and Davies (1993) have more recently 
reported that the stress experienced by teachers partly depended on the level of 
support they received from pupils’ parents.
• “Time pressure”. Many teachers indicated that due to excessive workloads, they did 
not have sufficient time to complete tasks satisfactorily (e.g., Hawkins and Klas, 
1997). Blix et a l (1994) conducted a study in which 158 university teachers were 
questioned about job dissatisfaction. Heavy workload was the most frequently cited 
reason for considering job change. Kelly and Berthelsen (1995) investigated the 
phenomenon of stress among 8 preschool teachers and found 8 common themes on 
the sources of stress. “Time pressures” was one of the major sources of stress (Borg, 
1993). Hui and Chan (1996) investigated sources of stress in 415 secondary school 
teachers in Hong Kong and revealed that workload and time pressure were 
perceived as the most stressful aspects of work for all teachers.
• “Inadequacy of training” was reported less frequently than other problems. 
However, a few studies have indicated that teachers felt they had received 
inadequate preparation for dealing with teaching problems, especially newly 
qualified teachers (e.g., Hawkins and Klas, 1997). Some teachers reportedly suffer 
from “reality shock,” when their real teaching begins. Many find that they do not 
actually know as much about teaching as they thought they did.
One issue identified by Cooper that hasn’t been particularly prevalent in previous 
studies in the area of stressors is the role of the “home-work interface”. This refers to 
the stressors resulting from a mismatch in the relationship between work demands and 
family or social demands, which may be viewed as ‘spillover’ of one life into the other. 
For some teachers this is an important source of stress in their profession (Cooper, 
1986b, in Travers & Cooper, 1996, p.37-38).
More recent work by Kyriacou (2000) has identified ten most frequently occurring 
sources of stress reported by teachers (Borg, 1990; Dunham & Varma, 1998): (p.22).
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• Teaching pupils who lack motivation
• Maintaining discipline
• Time pressures and workload
• Coping with change
• Being evaluated by others
• Dealings with colleagues
• Self-esteem and status
• Administration and management
• Role conflict and ambiguity
• Poor working conditions.
These potential stressors remain similar to Kuo’s findings in 1990 and suggest that the 
situation has changed little over the 10 years between the two studies although issues of 
self esteem and status; being evaluated by others and coping with change have become 
more prominent, perhaps reflecting the rapidly changing world of schooling where 
performance in one’s job is increasingly important in retaining that position.
The similarity between sources of stressor for teachers in western cultures and those 
identified by Kuo and other researchers in Taiwan also suggests that the basic stressors 
encountered by teachers on both sides of the world are very similar. The categories 
identified from these researches were therefore felt suitable for use as criteria in the 
design of the questions to be used in the initial phase of this study (Chapter 4) to gather 
information from participants. These categories will also be used as a guideline to 
analyse the data gathered from the interviews in order to develop the questionnaire to be 
used in Quantitative Phase (Chapter 5).
The research conducted to date has made use of measures developed in western 
countries to investigate the teachers’ stressors. It is believed however that this approach 
ignores cultural and societal issues that are believed to play an important role in the 
teacher stress experienced, particularly by tutor-teachers in Taiwan.
For example, the theme of the unreasonableness of social expectations has not been 
found to be a major source of job dissatisfaction in studies conducted in Western
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countries. In Taiwan the social class of “teacher” is fairly high. Their salary might not 
be high but they are respected by the society because of the Chinese traditional belief 
that a scholar is knowledgeable about everything and is a model for society and pupils in 
particular. Taiwanese society has very high expectations of “teachers” and it is believed 
that tutor-teachers experience significantly more the pressure from society to perform 
than other types of teachers because of their responsibility for personal well-being of 
their pupils as well as their educational performance.
Another cultural issue, which may be important in the nature of stress experienced by 
tutor-teachers in Taiwan, relates to the position of women in society. Although the 
majority of tutor-teachers are women, there is still a very strong prejudice against 
female “professional workers”. It is generally accepted that women should be 
responsible for household tasks, housework, childcare etc. and that high job 
achievement is only an important issue for male tutor-teachers. Unlike western schools, 
most administrative staffs are male (male = 5311 female = 1828) (2000, data from 
Taiwan Education Bureau). One of the roles of the tutor-teacher is to work closely with 
administrative staff within the school and it is believed that stereotyping type issues can 
significantly add to the stress experienced by female tutor-teachers in Taiwanese 
schools.
As has already been discussed, the role of the tutor-teacher differs from other more 
widely researched teacher groups in Taiwan (see chapter 1). One of the aims of this 
study is to try to understand more about the different pressures faced by tutor-teachers, 
including rural/urban/suburban issues to ensure that all “local” issues are identified and 
can be addressed. The information resulting from this will be added into the 
questionnaire to produce a more comprehensive stress assessment measure than has 
previously been used in this area.
2.2.3 Coping Strategies Teachers Used to Cope with Stress 
Definition of Coping
As described in the transactional model of stress and the teacher stress model, the third
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factor that may moderate the stress-strain relationship is coping strategies used by 
individuals to interpret and make sense of the world around them (e.g., Fogarty, 1999; 
van Dick & Wagner, 2001). In a stressful environment individuals make use of coping 
strategies to help them in the evaluation and interpretation of stressors and to decide 
whether a potential stressor becomes an actual problem or can be managed in such a 
way that no increase of stress levels occurs.
Folkman and Lazarus (1980) define coping as the “cognitive and behavioural efforts 
made to master, tolerate, or reduce external and internal demands and conflicts among 
them” (p.223). Coping is viewed as a crucial meditating factor between change and 
outcome (D’Zurilla & Chang, 1995; Folkman et a l, 1986). Folkman and Lazarus 
(1984) suggested that coping has three main features. It is a process that involves what 
the person actually thinks and does in a stressful encounter. It is context dependent: 
influenced by the circumstances specific to a particular event. It is independent of 
outcome: coping is independent of whether or not the outcome is successful. For 
example, a student can normally handle academic problems well in his/her own country 
but when he/she studies abroad, because he/she does not know how to manage the 
interpersonal relationship with his/her supervisors, his/her academic performance 
appears to be bad. Professional support is an important coping source for every student, 
but when it is not available he/she looks for other techniques, such as reading more 
reference books or discussing with other friends, to solve the problems. This approach 
may help to reduce the stress he/she feels and may be considered effective from that 
point of view but it may not help to improve his/her academic performance if the advice 
from other people is not equivalent to that which would have been gained from effective 
professional support.
Current research into coping is mainly focused in two key areas: One approach attempts 
to classify and measure coping strategies and produce a comprehensive taxonomy of 
strategies used. The other is interested in investigating the nature of coping further and 
suggests that coping involves not only the use of problem solving strategies regardless 
of outcome but also that effective coping strategies serve other functions as well.
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An adequate system for classifying coping processes has yet to be proposed, although 
initial efforts along these lines have been made (e.g., Lazarus 1966, 1975; Hamburg et 
al. 1974; Folkman & Lazarus, 1984; Cohen 1987; Amirkhan, 1990; Endler & Parker, 
1990; Hepburn et a l, 1997; Taylor, 1999).
Folkman and Lazarus (1980) have suggested taxonomy for coping that emphasises two 
major categories, emotion-focused and problem-focused modes. These two major 
functions of coping have also been noted by Kahn et a l (1974) and Murphy (1974), and 
are implicit in the models suggested by Pearlin and Schooler (1978), White (1974), and 
Pearlin et a l (1981).
Emotion-focused Coping
Emotion-focused (or palliative) coping refers to thoughts or actions whose goal is to 
relieve the emotional impact of stress (i.e., bodily or psychological disturbances), and 
encourage adaptation to the environment. These tend to be mainly palliative in the 
sense that such strategies of coping do not actually alter the threatening or damaging 
conditions but make the person feel better.
Lazarus (1984) has indicated two forms of emotion-focused coping strategies; one 
consists of cognitive processes directed at lessening emotional distress and includes 
strategies such as avoidance, minimization, distancing, selective attention, positive 
comparisons, and wresting positive value from negative events (positive reappraisal). 
For example, selective attention or avoidance strategies change the meaning of events 
depending upon what is attended to, or what is being avoided. McDonald and Davey
(1996) indicated that “positive reappraisal” seems to be one of the most frequently seen 
appraisal strategies (e.g., Folkman & Lazarus, 1995) and involves a re-framing of the 
problem in a more positive light. Many of these strategies derive from theory and 
research on defensive processes and are used in virtually every type of stressful 
encounter. Lazarus (1984) referred to these cognitive coping efforts as “defensive 
reappraisals”.
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There is a second group of emotion-focused coping strategies that do not change the 
meaning of an event directly. For example, using behavioural strategies such as 
engaging in physical exercise to get one’s minds off a problem, meditating, having a 
drink, venting anger, and seeking emotional support. These strategies can lead to 
reappraisal but are not themselves reappraisals.
Problem-focused Coping
Problem-focused coping refers to efforts to improve the troubled person-environment 
relationship by changing things. These strategies are often directed at defining the 
problem, generating alternative solutions, weighting the alternatives in terms of their 
costs and benefits, choosing among them, and acting, for instance, by seeking 
information about what to do, and by confronting the person or persons responsible for 
one’s difficulty. Although problem-focused coping strategies are similar to problem­
solving, problem-focused coping embraces a wider array of problem-oriented strategies 
than problem solving alone. Problem-solving implies an objective, analytic process that 
is focused primarily on the environment; problem-focused coping also includes 
strategies that are directed inward.
Kahn et al. (1964, in Lazarus, 1984) distinguished between the two groups of 
problem-oriented strategies as those directed at the environment and those directed at 
the self. Included in the former are strategies for altering environmental pressures, 
barriers, resources, procedures, and the like. The latter includes strategies that are 
directed at motivational or cognitive changes such as shifting the level of aspiration, 
reducing ego involvement, finding alternative channels of gratification, developing new 
standards of behaviour, or learning new skills and procedures. The strategies named by 
Kahn et a l as directed toward the self would not be called typical problem-solving 
techniques, yet they are indeed directed at helping the person manage or solve the 
problem. With the exception of developing new behaviour or learning new skills and 
procedures, Kahn et a l named these procedures as cognitive reappraisals that are 
problem-focused.
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Amirkhan (1990), and Endler and Parker (1990), and Latack (1986) have developed 
new, theoretically based measures of coping and revealed three underlying factors. 
Consistent with previous theories, two of the three factors were problem- and 
emotion-focused strategies. However, they also revealed a third factor that contained 
avoidance or escape strategies such as withdrawal or ignoring the situation.
Latack and Havlovic (1992) have also made attempts to take the classification of coping 
strategies one step further. Following convention, strategies were first identified as 
either emotion- or problem-focused. These categories were then further categorized as 
either cognitive or behavioural and the cognitive and behavioural distinctions were 
further classified into either control- or escape oriented. Finally, Latack and Havlovic 
suggested that cognitive strategies imply a solitary approach, whilst behavioural 
strategies can be additionally identified as both social and solitary.
Although these research efforts have involved the development of different coping 
measures that cover an assortment of different coping strategies, emotion- and 
problem-focused strategies remain dominant, but strategies involving escape from or 
avoidance of stressful situations are also reported.
Active Coping vs. Avoidance
Another distinction between coping strategies that overlaps with, but does not perfectly 
correspond to the emotional-regulation/problem-solving distinction, is that between 
active coping (behavioural or cognitive efforts to manage a stressful event directly) and 
avoidance (attempts to avoid dealing with the problem or reduce tension through 
escapist behaviours). Although most negative life events appear to elicit both types of 
coping strategies, people with more personal and environmental resources may rely 
more on active coping and less on avoidance coping (Holahan & Moos, 1987). A 
long-standing issue in the individual-differences perspective is whether 
avoidant/repressive’s responses to stressful events are more adaptive or whether more 
vigilant/confrontational coping methods are superior. Avoidant responses may be more
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effective for managing short-term threats, but for long-term threats vigilant coping may 
manage stress more effectively (Suis & Fletcher, 1985). Active coping/avoidance 
classification systems are not often used by researchers although the use of avoidance 
techniques has been used as a sub-category of emotion-focused coping strategies by 
Violanti (1992).
The Relationship between Problem- and Emotion-focused Coping
Theoretically, problem and emotion-focused coping can both facilitate and impede each 
other in the coping process. Lazarus (1991) argued that people usually employ both of 
the problem and emotion focused coping strategies depending upon the conditions 
being faced, the coping skills they posses, and their own personality based tendencies. 
Previous studies have indicated that the relationship between different coping strategies 
and strain is not clear-cut (Decker & Borgen, 1993; Violanti, 1992; Menaghan & 
Merves, 1984). For example, Violanti (1992) studied the coping strategies of police 
recruits undergoing training. He found that lower levels of strain were associated with 
using planful problem solving as a coping strategy, as well as distancing strategies. 
Higher levels of strain were related to escape/avoidance strategies, but were also 
associated with the use of self-control strategies. Thus, emotion- and problem-focused 
coping strategies are associated with both increase and decrease strain. Violanti 
explained these findings in terms of the situation. When control is possible for police 
recruits, problem-focused approaches reduce strain, but when control is not possible, 
emotion-focused distancing reduces strain, similar findings have also been reported by 
Palmer (1983) who studied emergency medical technicians. Palmer found that the 
technicians had developed unique and apparently functional coping strategies. For 
example, humour was used as an escape or safety valve, whereas psychological 
distancing was accomplished through technical language and rationalizations.
This evidence could suggest that high-stress environments tend to lead to a greater use 
of emotion-focused coping and that this is driven by the lack of control individuals have 
over their environment in these circumstances rather than by their overall ability to cope. 
If individuals cannot change the stressors in their environments via problem-focused
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coping they use distancing strategies to reduce the impact of stress upon them (Hepburn, 
1997).
Research has indicated that emotion-focused coping can have a substantial direct effect 
on subjects’ reported.anxiety (Zeidner 1995), psychological distress (Vitaliano et a l, 
1989,1990; Miller et a l, 1992), depression, (Kolenc et a l, 1990) and Type A behaviour. 
The research suggests that pessimists and women, who have both been found to use 
avoidance techniques most often when they encounter stressful situations, were more 
likely to engage in emotion-focused coping whilst optimists and men tended to engage 
in problem-focused coping. Problem-focused coping has been found to be negatively 
related to anxiety, psychological distress and depression. Those using problem-focused 
techniques reported higher levels of self-efficacy (Bachrach & Zautra, 1985; Ingledew 
et a l, 1996) and lower levels of burnout (Chwalisz et a l, 1992) and more positive work 
experiences. In contrast, emotion-focused coping was found to contribute to more 
negative work experiences (Hart et a l, 1995).
Kolenc et a l (1990) assessed the relationship between mild depression and stress and 
coping. They found that mildly depressed and depressed participants engaged in more 
emotion-focused coping than non-depressed participants. Both types of participants 
reported experiencing more stress than non-depressed participants, even under lower 
stress levels.
Research conducted by Ptacek et al (1994) investigated the effects of gender 
differences in coping when students were faced with a range of events. Fifty-nine 
female and fifty-five male university students were involved in the study under 
controlled laboratory conditions. Although men and women were similar in their 
cognitive appraisal of the situation, they reported differences in preparatory coping. 
Women reported seeking social support and using emotion-focused coping to a greater 
extent than men, whereas men reported using relatively more problem-focused coping 
than women.
Sahu and Misra (1995) also explored gender differences in the relationship between
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stress experienced in various areas of life and coping styles of 120 male and 120 female 
college teachers in India. Results showed that men experienced more stress in the areas 
of work and society, while women experienced more family-related stress. Overall, 
they also found that males used problem-focused coping and emotion-focused coping in 
dealing with stress, while females primarily used emotion-focused coping.
Chawalsz et al. (1992) examined relationships between causal attributions and 
self-efficacy cognitions with regard to their ability to predict coping activities and 
subsequent outcome of a stressful event in 316 teachers. They found that higher 
self-efficacy was associated with problem-focused coping efforts, and lower 
self-efficacy was associated with emotion-focused coping efforts. Emotion-focused 
coping but not problem-focused coping, was associated with higher levels of burnout.
These results suggest that some coping strategies can be more effective than others in 
alleviating stress related problems. This research project hopes to investigate the type 
of coping strategies used by tutor-teachers in Taiwan.
Some researchers have emphasized the importance of social support (which is 
categorised into both emotion- and problem-focused coping strategies by previous 
researchers such as Parker & Endler, (1992) and Taylor (1999) and proposed that social 
support could moderate people’s feeling of stress. Payne and Fletcher (1983) tested 
their new stress model which modified the Job Demands-Control model of stress (JD-C) 
developed by Karasek (1979), by including social support. Their results confirmed that 
social support might help to negate the effects of teacher stress, although the degree of 
the help is still inconclusive. Greenglass et al. (1996) also examined the moderating 
effect of social support in 833 teachers. They found that emotional support from 
participants’ co-workers, family, and friends assisted in the buffering effect against 
depersonalisation, while practical support from one’s co-workers and supervisor also 
buffered against depersonalisation when teachers were confronted with high work 
stress.
Several researchers have attempted to identify the types of strategies used by teachers to
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cope with stress. Admiraal et al. (2000) observed 32 student teachers’ classroom 
coping behaviour then used principal component analysis to group coping actions into 
two dimensions labelled: ‘active-passive’ and ‘agitation-harmony’. Griffith et al. (1999) 
in a survey of 780 primary and secondary schoolteachers used a factor analysis to 
identify four categories of coping strategies, which they labelled: ‘seek support’, ‘active 
planning’, ‘disengagement’, and ‘suppression of competing’. However, both of these 
approaches were limited in their investigations by the methodologies they used to gather 
their data, observation techniques will not necessarily capture all coping strategies being 
used and survey techniques are limited by the questions that they ask. The current study 
aims to investigate the type of strategies used by tutor-teachers firstly through 
interviews, expanding on the information gained through this approach by using a large 
scale questionnaire and consulting with participants regarding areas in which they feel 
their skills may be lacking.
In Asia Pacific countries, Chan and Hui (1995) have investigated the relationship 
between burnout and coping among 415 Chinese secondary school teachers in Hong 
Kong. They found that direct coping strategies such as the readiness to seek support 
from others might help teachers guard against becoming depersonalised and developing 
negative, callous and cynical attitudes towards their pupils. They also found that using 
task-related and interpersonal problem-solving techniques could increase the sense of 
personal achievement and decrease burnout.
Shie (1990) reported five coping strategies used by junior high school teachers in 
Taiwan, which she labelled ‘logically analysed the problem’, ‘discussing and looking 
for recommendation’, ‘direct action’, ‘express emotion’, and ‘selfcontrol’. She 
reported that the most frequently used strategy by teachers was ‘direct action’ the least 
used one strategy was to ‘express emotion’. But the effectiveness of these strategies 
was not discussed.
Kyriacou (2000) summarised his previous work on the coping actions used by teachers 
(Gray & Freeman, 1985; Borg & Falzon, 1990; Punch & Tuetteman, 1996; Pithers & 
Soden, 1998; Travers and Cooper, 1996), and concluded that the problem focused
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coping actions teachers report using most frequently include: (p.63)
• Trying to keep problem in perspective
• Avoiding confrontations
• Trying to relax after work
• Taking action to deal with problems
• Keeping your feelings under control
• Devoting more time to particular tasks
• Discussing problems and expressing your feelings to others
• Having a healthy home life
• Planning ahead and prioritising
• Recognising your own limitations
Four Emotion Focused Coping strategies were also identified: (p.85)
• Putting things in perspective
• Seeing the humour in the situation
• Thinking of positive things
• Emotional control
He also indicated three main physical techniques to help individuals to cope with 
stressors they face: (p.89)
• Relaxation techniques
• Exercise
• Meditation
Comparatively few researchers have used longitudinal studies to assess the 
effectiveness of particular strategies. However, Salo (1995) has conducted a 
longitudinal study of 70 secondary school teachers in Finland to explore six types of 
strategies teachers’ use to cope with stress. The coping strategies were labelled: 
‘avoidance of thinking’, ‘problem-solving’, ‘social support’, ‘thinking about work 
alone’, ‘devoting oneself to free-time activities’, and ‘the use of food, alcohol or 
tobacco’. He pointed out that adaptive coping is effective in reducing stress whilst 
maladaptive coping actions tend to be things people can do that offer very quick and
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short-term relief from stress but are counter-productive in the longer term. Day and 
Livingstone (2001) have also found that using negative coping styles (i.e., venting of 
negative emotions and denial/disengagement) in the long-term may lead to negative 
psychological and physiological health consequences, regardless of the amount of 
stressor. Begley (1998) found that coping through increased alcohol and drug use was 
associated with increased somatic complaints and decreased psychological well-being. 
Cooper and Kelly (1993) in a study of 2,638 teachers, principals, and directors found 
that individuals who smoked, drank, and used medication as coping mechanisms tended 
to perceive greater psychological distress.
Brophy and McCaslin (1992) studied the effectiveness of classroom management 
strategies used by teachers in coping with problem pupils. In general they found that 
problem-solving techniques were more successful. The teachers who got the best 
results used minimally intrusive yet prescriptive techniques such as gaining attention by 
touching or moving close to misbehaving pupils, then cuing appropriate behaviour. In 
contrast, teachers who were non-intrusive but less prescriptive (because they waited 
rather than intervening immediately, or because they merely expressed displeasure with 
the misbehaviour without cuing appropriate behaviour) often failed to change the 
misbehaviour. Finally, teachers who relied on loud and disruptive interventions were 
reported to be less successful in dealing with pupil misbehaviour and achieving pupil 
compliance.
In addition to these findings researchers have found that some teachers use different 
strategies for dealing with different problems. Salo (1995) found that whilst some 
teachers used wishful thinking (emotion-focused coping) when confronted with 
stressful situations involving pupils, when dealing with stressful situations related to the 
content of their work, work conditions or school organisation, teachers were more 
inclined to use problem solving techniques and extra effort. In Taiwan, Lin (1993) 
conducted a research on 400 junior high school teachers and found that tutor-teachers 
used more emotion-focused than administrative teachers and curriculum teachers, but 
there was no difference on using problem-focused coping strategies.
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One of the key factors highlighted by research into the area of coping is that a variety of 
strategies and techniques need to be possessed by individuals to enable them to cope 
effectively with the situations that they might meet and that no one approach can be 
applied to all situations. This study aims to identify the coping strategies being used by 
participants through both the qualitative and the quantitative research of this study 
(Ch4&5). These will then be used, together with areas of weakness identified by 
participants themselves, to develop a stress reduction programme (Ch6) that should help 
tutor-teachers to become more successful at coping with stress resulting from their jobs.
2.2.4 Symptoms of Teacher Stress
When teachers report stress the symptoms they exhibit can be wide and varied. 
Kyriacou and Pratt (1985) have explored the different response patterns of teachers 
experiencing stress. Their research has indicated that the types of symptoms reported 
vary from teacher to teacher, and that their response patterns can also be linked to some 
extent to the type of coping strategies individual teachers prefer to use. They reported 
that teachers who tended to feel anxious and who worried a lot reported that for them 
trying to be as well prepared as possible for the school day was a very important coping 
strategy.
Milstein and Golaszewski (1985) have identified three different manifestations of stress 
exhibited by teachers unable to cope with stress effectively: emotional, behavioural and 
physiological manifestations. Emotional manifestations of stress can involve feelings 
of undefined anxiety, dissatisfaction, depression, fear and frustration and low 
self-esteem with a possible extreme result of suffering from burnout. Behavioural 
manifestations of stress can include problems such as appetite disorders, excessive 
smoking and alcohol and/or drug abuse, violence or inability to sleep, plus possible 
displays or withdrawal symptoms (i.e. absence and resignations from the profession). 
Physiological manifestations of stress such as heart disease, psychosomatic illness, 
fatigue and depleted energy reserves have also been identified. Research by Guglielmi 
and Tatrow (1998) has shown that a high level of stress can lead to a range of unhealthy 
behaviours, such as rushed and irregular meals, heavy drinking, and working late into
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the night with insufficient sleep. They found that it is often these unhealthy behaviours 
that precipitate illnesses rather than the direct effect on the body of the stress itself. This 
is one reason why maintaining healthy behaviour during periods of stress can do much 
to prevent stress-related illnesses developing.
Kyriacou (2000) has suggested that teachers who experience a high level of stress at 
work over a long period can sometimes suffer from “bumout”. Teacher burnout has 
three main manifestations: attitudinal, physical, and emotional exhaustion. Attitudinal 
exhaustion means that teachers experience a lack of enthusiasm for work and a lowering 
of their sense of job satisfaction. Physical exhaustion means that the teacher feels 
physically tired for much of the time at school. Emotional exhaustion means teachers 
find it very difficult to sustain a positive feeling during the working day
Teacher stress does not only lead to psychological and physical illness, job satisfaction, 
absenteeism, and intending to leave teaching can also be possible outcomes of stress. 
Some researchers have indicated that there is a strong negative association between 
stress and job satisfaction (Bamber, 1991; Kyriacou & Sutcliffe, 1979a; Mykletun, 1984; 
Schnacke et a l, 1982). Bamber (1991) found in his studies that reducing stress lead to 
improved job satisfaction among subjects. Blase (1982) has also found that a number of 
teachers lowered their level of job involvement (i.e. the time and energy they devote to 
their work) as a result of experiencing stress, and that such action tends to increase their 
likelihood of future bumout.
Travers and Cooper (1996) reviewed previous teacher stress studies and concluded that 
sources of stress in teacher, coupled with individual characteristics, can be predictive of 
stress symptoms, which may reveal themselves in three forms: psychological disorders 
(mental ill health, bumout, etc.), physiological disorders (headaches, tension, nervous 
debility, coronary heart disease, etc.), and behavioural disorders (job dissatisfaction, 
accidents, intention to leave, absenteeism, excessive drinking and smoking, etc.). 
Teacher stress might also lead to family problems.
These three manifestations of stress provide an important means of assessing changes in
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stress levels as a result of stress management training programmes and will be used in 
this research to examine changes. Psychological factors will be measured using 
self-report measures which focus on mental health and self efficacy issues. Participants 
will be asked to assess physiological problems in terms of the extent to which they 
suffer from headaches, gastrointestinal symptoms etc and behavioural disorders will be 
assessed using job dissatisfaction self-report measures.
2.2.5 Difficulties in Studying Teacher Stress
Teacher related studies have used a large range of measuring instruments, including 
teacher diary reports, interviews, case studies and self-report questionnaires to study 
teacher stress in both Western countries and Taiwan. Pithers (1995, 1999) indicated 
that there are problems with this type of measurement of teacher’s stress because the 
type of instrument used tends to have a low level of reliability and validity.
More reliable scales for which psychometric data are available such as the Occupational 
Stress Inventory (OSI, Osipow & Spokane, 1987) are often used by psychologists but 
they have not been regularly used in occupational stress research among teachers and 
therefore lack normative data for teacher populations. Also these scales do not address 
issues specific to teachers and tutor-teachers in particular and may therefore produce a 
limited view of the type of stress facing these teachers.
To investigate the specific problems encountered by junior high school tutor-teachers in 
Taiwan it was felt necessary to develop an instrument specific to this population.
2.3 Measurement of Cognitive Appraisal and Coping
2.3.1 Measurement of Cognitive Appraisal
To establish whether perceived self-efficacy can be modified and whether such changes 
can bring about alterations to the frequency of certain stress events reported by 
tutor-teachers it will be necessary to measure any changes in cognitive appraisal that 
have occurred amongst participants. There are three general classes of self-report
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techniques that can be used to measure changes in cognitive appraisal: ad hoc 
single-item measures (designed to measure appraisals of specific stressors), 
multiple-item scales (represents more broadly based self-report scales) and self-report 
life event scales (which may have a direct, or indirect, bearing on the measurement of 
appraisal).
A d H oc Single-Item Measures
Ad hoc one-item indexes are generally used to assess individuals’ reactions to situations 
(threat, challenge, harm of benefit) and the extent to which they can be changed or must 
be accepted (Moos & Schaefer, 1993). These measures tend to be situation specific, and 
thereby assume that the immediate stimulus context is very influential in appraisal (as 
opposed to, but not excluding, influences by more enduring characteristics of the 
person). Such measures typically require immediate assessments of appraisal following 
exposure to the situation and are commonly used in laboratory experiments or in studies 
of daily events using diary methods. The intention of this study was not to measure the 
immediate reaction of participants to a specific situation so the ad hoc single-item 
approach to the measurement of appraisal was not appropriate.
Multiple-Item Scales
Multiple-item scales attempt to assess the degree to which the specific or collective 
situations in one’s life are appraised as stressful. Two types of measure have been 
developed for this purpose. First are measures of a specific stressor and the associated 
appraisals (e.g., Stress Appraisal Measure [SAM]; Peacock and Wong, 1990). The 
second type of multiple item scale measures appraisal as a response to the cumulative 
total of life stressors facing the individual (e.g. Perceived Stress Scale [PSS]; Cohen et 
a/., 1993).
The SAM was developed specifically to assess three dimensions of primary appraisal 
(threat, challenge, and centrality) and three dimensions of secondary appraisal 
(controllable-by-self, controllable-by-others, controllable-by-anyone) for a specific 
anticipated stressor. Preliminary findings suggest that the appraisal dimensions possess
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relatively strong psychometric qualities (e.g., good internal consistency) and concurrent 
validity. However, there is need for further psychometric data, especially those 
obtained in differing contexts, with a broader range of respondents and from different 
subject population e.g., different age levels (Peacock and Wong, 1990). However, it has 
been suggested that there may be limitations inherent in scales purporting to assess 
appraisal of specific stressors. Some evidence suggests that people may misattribute 
feelings of stress from one source to another more salient one (Cohen & Williamson,
1988).
The PPS measures the degree to which respondents found their lives unpredictable, 
uncontrollable, and overloading. A major limitation of the PPS is that the scale is 
influenced by a wide variety of factors. Cohen et al. (1983) noted this caveat, reporting 
correlations of .75 and .65 between the PSS and a measure of depressive symptoms 
(CES-D; Radloff, 1977) for two samples. Thus although the PPS has been found to 
predict various outcomes independently of measures of psychological symptoms 
(Cohen & Williamson, 1988), there may be room for further conceptual and method 
refinement with regard to discriminant validity of the PSS and general measure of 
psychological symptomatology.
Because the limitations of the standard multiple-item scales, SAM and PSS, it was 
therefore decided to use Life Event Scales to measure any changes in cognitive appraisal 
occurring after training.
Life Events Scales
Life event scales are techniques in which recent events are investigated and analysed to 
assess the subject’s perceptions of, and responses to, those events. Several Life Event 
Scales have been designed to assess recent life events and make provisions for assessing 
the subject’s perceptions about events that may have occurred in their lives (e.g., the 
Life Experiences Survey (Sarason, Johnson, & Siegel, 1978)). These measures are used 
as a general index of appraised stress (to the extent that the particular life event 
inventory covers the relevant domains of potential stressors), or as an index of specific 
appraised stress for any particular event that has been experienced.
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There are some problems with this approach to the measurement of appraisal. The key 
problem concerns difficulties with the operationalisation of life stress self-report 
methods (Cohen et a l, 1997). Not all events are perceived as very stressful, and not all 
events necessarily lead to disorder. But many low-level events might equal a few major 
events that are perceived as extremely stressful with such simple operational schemes 
(Monroe & Simons, 1991). In the first stage of this study a number of participants were 
interviewed to establish the types of stressful situations typically faced by tutor-teachers. 
These were subsequently sorted into categories to provide a subject area for assessment 
in an attempt to overcome the operationalisation issue.
Research on differential weighting schemes for life events inventories indicate that such 
procedures do not tend to enhance prediction and similar findings have been reported 
for daily events weighted by different appraisal dimension (Cohen, 1997). This 
suggests that life event scales would not be appropriate for a study where the aim was to 
predict to occurrence of events to be able to modify the environment to reduce the 
likelihood of such an event occurring in the future. However, the aim of this research is 
not to provide a means of predicting what situations are likely to cause problems to 
tutor-teachers in Taiwan. The aim of this study is to identify stress provoking situations 
to be able to teach techniques which may help to prevent stress related responses 
occurring in the future. As such, this problem was not considered relevant to the current 
study.
The aim of this study was to measure the cumulative difference between participants’ 
perceptions at three experimental time points and was focused on job related problems. 
Current Life Events scales (e.g., the Life Experiences Survey (Sarason, Johnson, & 
Siegel, 1978) are generally used to measure the cumulative total effect of general life 
stressors facing the individual. It was therefore decided to use the concept of Life Event 
Scales, in which recent events are investigated and analysed to assess the subject’s 
perceptions and responses to those events, to develop a specific set of questionnaires 
that asks questions about work events instead of life events. The perceptions and 
appraisals of participants are measured by using a rating scale to establish the degree to
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which they feel capable of dealing with the event in question. The rating scores of 
individuals are compared over three experimental time periods to establish whether 
changes in appraisal have taken place as a result of training given.
2.3.2 Assessment of Coping: Trait (Disposition) or State (Episode)
In addition to measuring changes in appraisal an additional aim of this research project 
was to develop an understanding of coping strategies used by tutor-teachers in Taiwan, 
to teach new strategies to improve participants’ management of stress and to assess any 
changes that might occur.
Coping can be assessed either as a trait or as a state, or as both trait and state indicator 
(Byrne, 1961; Folkman & Lazarus, 1988; Endler & Parker, 1990). The final choice of 
coping measure was guided by the researcher’s theoretical assumptions and conceptual 
model as well as by the type of stress situation studied and the psychometric and 
predictive properties of the measure.
Coping dispositions refer to tendencies of an individual to use a particular type of 
coping across variety of stressful encounters. Trait coping measures ask respondents to 
think about how they generally go about dealing with stressful situations. These 
measures have been used to assess “inter-individual” coping, investigating the effects of 
different coping strategies on outcome measures. Examples include Byrne (1964) 
measure of repression-sensitisation, Gleser & Hiilevich’s (1969) Defense Mechanisms 
Inventory, and Goldstein’s (1959, 1973) measure of coping-avoiding.
The dispositional measure of coping has been criticised by some researchers (e.g., 
Cohen & Lazarus, 1979; Lazarus & Folkman, 1984; Endler & Parker, 1990). It has been 
suggested that it is not possible to characterise the full array of coping strategies used 
when dealing with complex stressful events because they assume consistency in coping 
behaviour that does not necessarily exist.
There is little evidence to support the idea of consistency in mode of coping from one
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situation to another. Only weak or non-significant relationships have been found 
between measures of coping dispositions and actual coping behaviour observed (Cohen 
& Lazarus, 1973, Kaloupek et a l, 1984). McCrae (1984) found that coping differed 
between situations (characterised as losses, threats, and challenges), but what may be 
important is the meaning of the situation to an individual (as defined by factors such as 
the significance of the event and the feelings that is aroused), as suggested by 
Frederikson and Dewe (1996), rather than the type of situation. Thus coping 
dispositions do not seem to be predictive of how individuals actually cope in stressful 
situations.
Trait/disposition measures of coping also appear to underestimate the complexity and 
variability of actual coping efforts. Most trait measures evaluate coping along a single 
dimension such as repression-sensitisation (Byrne, 1961) or coping-avoiding (Goldstein, 
1959,1973). The uni-dimensional quality of most trait measures does not adequately 
reflect the multidimensional quality of coping processes used to deal with real-life 
situations. Moos and Tsu (1977), for example, point out that in coping with physical 
illness a patient must deal with many sources of stress, including pain and incapacity, 
hospital environments, and the demands imposed by the professional staff and special 
treatment procedures. At the same time the patient must preserve emotional balance, a 
satisfactory self-image, and good relationships with family and friends. These multiple 
tasks require an array of coping strategies whose complexity cannot be captured in a 
uni-dimensional measure. Finally, it appears incorrect to assume that individuals use 
the same coping strategies in dealing with all aspects of a particular situation.
Episodic coping describes the strategies individuals actually use in coping with a 
particular situation. Episodic coping measures typically ask respondents to identify a 
stressful event and then indicate the ways in which they have responded to this (e.g., 
Folkman et a l, 1988; Pearlin & Schooler, 1978) or a group of people undergoing a 
stressful experience (e.g., surgery, chronic illness, depression, examines) are asked how 
they deal with that specific experience (e.g., Billings & Moos, 1981; Cohen & Lazarus, 
1973; Folkman & Lazarus, 1985; Keefe et a l, 1990). Between-group comparisons have 
also been made using this form of coping (e.g., Mitchell et a l, 1983; Vitaliano et a l.
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1989). Such measures have frequently been used to indicate that people tend to cope in 
different ways with different events- the “intraindividual” approach. Examples include 
Cohen and Lazarus (1973) measure of avoidance-vigilance, Folkman and Lazarus’ 
(1988) Ways of Coping Questionnaire, and Cohen et a l (1986) assessment of coping 
modes.
There is now considerable evidence that different modes o f coping are used to deal with 
different sub-areas of a stressful situation, and at different stages in a stressful encounter. 
Cohen et al. (1986) found that different coping modes were used in dealing with the 
pain of rheumatoid arthritis as compared to those used in dealing with the threats to 
self-esteem brought on by the disease. Further, several research studies have shown that 
there may be changes in individual coping modes during different periods of a stressful 
life situation (e.g., Folkman & Lazarus, 1985; Hofer et a l, 1972).
Lazarus (1993) quoted the criticism by Block (1991) about viewing coping as a trait “... 
we believed there was indeed an essential coherence, a deep structure to personality 
functioning and in personality development. Sure, it was critical to recognise the ways 
in which the immediate environmental context influenced behaviour, as personality 
psychologists Murray (1938), Lewin (1946), White (1959), and others had observed. 
But stimulus situations alone could not provide, we believed, a sufficient basis for 
understanding behaviour. Human beings are not simply linear response systems 
effectively at the mercy of the situations they encounter.” (p. 9-10).
State measures appear to be far more flexible than trait measures in the assessment of 
coping because they assume that the use of strategies is determined by the demands of 
each stressful encounter. For these reasons, together with the theoretical assumptions 
and conceptual model upon which this research is based, state coping measures have 
been used in this research.
Ways o f Coping Questionnaire (WCQ)
The Ways of Coping Questionnaire is a good example of a state coping measure and 
will be used in this study to assess coping strategies used. Although many different state
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coping measures have been developed, the WCQ has been indicated by many 
researchers (e.g., Endler and Parker, 1990; Cohen, 1991) to be the most frequently used 
and reliable instrument to measure coping strategies used by subjects. It has also been 
used in Chinese culture-based countries such as Taiwan (Wei, 2000; Chen, 1997), Hong 
Kong (Chan & Hui, 1995; Chan, 1994, 1995; Chou, 1997), and China (Scherer et a l, 
2000).
The WCQ also fits well with the theoretical assumptions of this study. The WCQ is 
derived from the transactional model of stress and was developed using a definition in 
which coping is seen as the cognitive and behavioural efforts to manage specific 
external and/or internal demands appraised as taxing or exceeding the resources of the 
individual. This definition of coping implies the use of four features of coping that are 
also central principles of the transactional model of stress (Folkman & Lazarus, 1984; 
Cox and Mackay, 1981). The four features are (1) process-oriented; (2) concentrating 
on management rather than mastery; (3) making no a priori judgement about the quality 
of coping processes; and (4) implying a stress-based distinction between coping and 
automatic adaptive behaviours.
The WCQ assesses the thoughts and actions individuals use to cope with the stressful 
encounters of everyday living. This is a key issue to be addressed in the current research. 
The underlining structure of this measure has been analysed using factor analysis. Four 
different factor structures have been derived through the analysis from four different 
data sets (Folkman & Lazarus, 1985; Folkman et a l, 1986; Vitaliano et a l, 1985). If 
these factors are categorised in a few broad categories, two functions appear: 
emotion-focused vs. problem-focused.
Folkman et a l (1986) proposed a possible reason why different factors might occur on 
analysis. They suggested that the unique factors from each study might be influenced by 
the subject population of that study (e.g., college students, middle-aged adults) or by the 
situation being studied. The most recent factor analysis conducted by Folkman et a l 
(1986) produced the following eight factors which could be re-categorised into 
emotion- and problem-focused coping strategy. “Confrontive coping” which
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characterizes aggressive efforts to change the situation (e.g., “I stood my ground and 
fought for what I wanted”). “Planful problem-solving” this describes deliberate 
problem-focused efforts to solve the situation (e.g., “I made a plan of action and 
followed it”) (this factor is clearly related to the problem-focused coping dimension). 
The next six coping strategies are more closely related to the regulation of emotion. 
“Self-control” describes efforts to regular one’s feelings (e.g., “I tried to keep my 
feelings to myself’). “Distancing” describes efforts to detach oneself from the stressful 
situation (e.g., “I didn’t let it get to me. I refused to think about it too much”). “Positive 
reappraisal” characterizes efforts to find positive meaning in the experience by focusing 
on personal growth (e.g., “I came out of the experience better than I went in”). 
“Accepting responsibility” acknowledges one’s role in the problem (e.g., “I criticized or 
lectured myself’). “Escape/avoidance” describes wishful thinking (e.g., “I wished that 
he situation would go away”) or efforts to escape or avoid the situation by eating, 
drinking, smoking, using drugs, or taking medications. And finally, “seeking social 
support”, which mixes problem- and emotion-focused coping, and characterizes efforts 
to obtain emotional comfort and information from others (e.g., “I talked to someone to 
find out more about the situation”).
Before the research conducted in this project is discussed in more detail, the stress 
reduction programme will be described in more detail in Chapter 3.
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CHAPTER 3. THERAPEUTIC APPROACHES TO
STRESS REDUCTION
The aim of the thesis was to investigate the moderating effects of self-efficacy and 
personality traits on how stress is experienced by a particular subject population and to 
see whether an individual’s perceived self-efficacy can be altered, through education, to 
reduce the impact of stress on their working lives. Several approaches to stress 
intervention have been identified over the years and in general, stress intervention 
methods can be categorized into three groups: pharmacological approaches, behaviour 
therapy, and cognitive-behavioural approaches.
3.1 Stress Intervention Methods
3.1.1 Pharmacological Approaches
The pharmacological approach to stress management relies increasingly on the use of 
ANXIOLYTIC drugs. These are used to damp down the emotional 
over-responsiveness of patients that characterises a general stress response. It is 
suggested that such drugs will result in a lessened stress response of the Central 
Nervous System (CNS) that is thought to be involved in emotion. Barbiturates, 
benzodiazepines, propanediols, antihistamines, tricyclic antidepressants, and 
(3-adrenoceptor antagonists are all used in pharmacological approach to the treatment of 
stress. Benzodiazepines tend to be seen as the drugs of choice and are usually effective 
(Lesagna, 1977).
The pharmacological approaches are not particularly relevant to stress reduction among 
Taiwanese tutor-teachers.. There is no GP system in Taiwan and drugs tend only to be 
prescribed by psychiatrists. Few stressed people go to see a psychiatrist in Taiwan. 
Taiwanese psychiatrists generally see patients who are suffering with very severe 
psychological problems like severe anxiety or clinical depression.
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Also, many people, particularly in Asian cultures, dislike the idea of taking drugs 
because it makes them feel that they have an illness. They often feel that if they are 
encouraged to rely on drugs to help them reduce stress, they can become dependent on 
drugs in stressful situations. This is a view shared by Lader (in Woolfolk & Lehrer, 
1984) who suggests that, at best, drug treatment should be only used as an adjunct to 
other forms of anxiety reduction and in the general management of anxious patients. In 
general, it is believed, better for people to concentrate on the psychological aspects of 
stress and to find to ways to manage their emotions naturally, without drugs.
The second group of stress intervention methods involves managing the psychological 
aspects of stress. There are two approaches to managing the psychological aspects of 
stress. Behaviour therapy which attempts to modify a patient’s overt behaviour and 
Cognitive Behaviour Therapy, originally developed by Beck (1976), which attempts to 
change perspectives, thoughts or beliefs that have a negative effect on feelings and 
actions. Both of these methodologies are relevant to the approach taken in this research 
project.
3.1 .2  Behaviour Therapies
Behaviour therapists believe that by changing the way a person behaves it might be 
possible to reduce their experience of stress. Behavioural techniques have been found 
to be effective among individuals manifesting behavioural deficits (i.e., those who lack 
social skills, other situational skills or learning skills), or among phobic individuals who 
show avoidance behaviour (Chew, 1997). For example, assertion training and social 
skills training have been found to reduce anxiety as well as to improve behavioural 
functioning (e.g., Flaxman, 1979; Gitlin, 1985; Cinciripini, 1996). In the area of stress 
management four behaviour therapy methods are widely used: biofeedback, yoga 
therapy, meditation, and progressive relaxation.
Biofeedback
Biofeedback uses “... instrumentation to mirror psycho physiological processes of 
which the individual is not normally aware but which may be brought under voluntary 
control” (Fuller, 1977, in Greenberg, 1999, p.175). With biofeedback, participants
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receive feedback from instruments that tell them what is happening in their bodies at 
any particular time. This information can be used to help the individual control the 
body’s response to that event.
Biofeedback has been used to help people improve their psychological health and make 
changes in their health-related behaviour. Tension headaches (Amdorfer, 2001), sexual 
dysfunction (Courtois et al., 2001), pain (Nord, S. et a l, 2001), stuttering (Guitar, 1975) 
and stress (Matuszek, 2000; Scharff et a l, 2002) have all responded to biofeedback, 
although some research results have been contradictory. For example, Litt (1986), 
Fentress (1986), Sargent (1986) and Walcutt (2001), found that biofeedback helped 
participants to reduce the pain of migraine headaches, whilst Chapman (1986) found no 
benefit of biofeedback in treating migraines.
The general use of biofeedback as a direct treatment for stress related problems 
however, is limited because of the need for equipment that can be expensive and is not 
generally available to the public. Biofeedback treatment sessions are often held in 
laboratory/hospital environments (partly because of the need to use sophisticated 
equipment). This again makes it difficult to make the technique more widely available 
as access to such facilities is limited.
Yogic Therapy
“Yoga,” meaning union or oneness with life, is another form of behaviour therapy. 
Yoga is part of an ancient Indian culture and is a personal self-help system of health 
care and spiritual development. Practitioners believe that the cultivation of a healthy 
mind is necessary for a healthy body. Johnston (1970) described yoga as a means of 
“controlling the waves of mind.” Its meditational discipline is said to help individuals 
achieve their utmost potential. Through a precise series of postures known as “asanas,” 
people can learn a considerable amount of control over individual muscles and body 
movements, and can thus gain suppleness and often relief from musculo-skeletal 
symptoms.
Yoga techniques have most commonly been evaluated in the treatment of hypertension,
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and some of the studies suggest real benefits are possible (Datey, Deshmukh, Dalvi, & 
Vineker, 1969; Benson & Wallace, 1972a; Patel, 1973; Benson, Rosner, Marzetta, & 
Klemchuk, 1974; Latha & Kaliappan, 1992), although the longest follow-up has only 
been 1 year (Patel, 1975a). Yoga therapy has also been found to be a useful treatment 
for other conditions such as insomnia (Miskiman, 1977a; 1977b); headaches (Benson, 
Klemchuk, & Graham, 1974; Latha & Kaliappan, 1992); anxiety states (Seeman, & 
Seibert, 1977; Telles et al., 1997; Khasky, & Smith, 1999; Mishra and Sinha, 2001); 
and the management of stress (Patel, 1975b; Carrington et a l, 1980; Heilbronn, 1992; 
Connell, 1996; Sahajpal & Ralte, 2000; Altman, 2001).
The yogic method is not applicable to all patients, however (Vempati & Telles, 2000). 
Some find the time commitment, personal responsibility, and religious or mystical 
aspects of yogic meditation onerous. Some patients, despite adherence to instructions, 
find the therapy inadequate or ineffective (Rice et a l, 2001). However, for some, the 
psychological benefits make its practice a worthwhile pursuit, in conjunction with other 
appropriate pharmacological measures. Some hypertensive patients respond 
dramatically, usually those who practice it regularly (Seer & Raeburn, 1980). However, 
as indicated by Woolfolk & Lehrer (1984) and Greenberg (1999), a significant amount 
of time is required to learn yogic techniques and other techniques are available that can 
be equally effective and require less time and expertise to teach.
Meditation
An alternative to yoga involves the use of meditation. A number of writers have 
pointed to the benefits of engaging in meditation exercises including Fontana (1989) 
who points to four key benefits:
• It trains the attention.
• It increases control over thought processes.
• It increases the ability to handle emotions.
• It aids physical relaxation.
The essence of meditation lies in developing the ability of the mind to remain focused in 
a relaxed way on a particular object, sound or idea you have chosen. In doing this, you
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gradually become aware of how other thoughts creep in and how these need to be 
denied attention. Meditation allows you to control your thinking better, so that you can 
avoid the sense of panic that can arise in a stressful situation when you feel your 
thoughts are getting out of control. Meditation also has a calming effect on the body 
and can help dissipate any feelings of tension and frustration that have built up during 
the day.
A substantial body of knowledge has accumulated concerning the usefulness of 
meditation in clinical practice. Glueck (1973) and Andersen (2001) found meditation 
useful in reducing tension-anxiety. Andersen investigated the influence of meditation 
on the capacity for empathy, attachment style, and levels of anxiety and depression and 
found that meditators reported lower scores on the measures of anxiety and depression 
than non-meditators. Patel, (1973,1975), Benson, (1977), Andresen (2000) and Barnes 
et a l (2001) found that meditation decreased blood pressure in both pharmacologically 
treated and untreated hypertensive patients. Miskiman (1978) and Stoyva (2000) found 
it helped in reduced sleep-onset insomnia.
Winzelberg & Luskin (1998) conducted a study involving fifteen student teachers. 
They were assigned to either a meditation training or control group. Participants in 
meditation training were taught a simple meditation technique using sound as a 
focusing device together with three corollary techniques over four 45-min sessions. 
The meditation group was found to significantly reduce their stress symptoms in the 
post-test measurements in comparison with the control group in areas such as emotional 
manifestations, gastronomic distress and behavioural manifestations. Anderson et al.
(1999) conducted a 5-week standardized meditation (SM) class on the perceived 
occupational stress for 91 full-time elementary, middle, and high school teachers (aged 
22-60 yrs) from suburban districts in three states. Results indicated that the SM 
technique significantly reduced the teachers’ perceived stress.
However, like yoga training, meditation techniques can take time to learn and other 
techniques are available that can be equally effective and require less time and expertise 
to teach.
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One behavioural technique that will be used in this research project is progressive 
relaxation. This is probably the least expensive, potentially most easily learned, and 
possibly most effective behavioural therapy technique available at the current time. 
Progressive relaxation is a technique used to induce nerve-muscle relaxation. 
Originally developed by Edmund Jacobson in the late 1920s, this technique involves the 
progressive relaxation of each muscle group in the body. First one muscle group is 
tensed and then relaxed, another muscle group is added when the first is relaxed, and 
this process progresses through the body until total body relaxation is achieved. The 
technique generally starts with the muscle groups in the feet and legs and moves 
progressively to the muscle groups in the head and trunk.
The essence of progressive relaxation is to relax the mind by first relaxing the body, 
without inducing a hypnotic state. This technique has proven effective in helping 
people relax (Greenberg, 1999). It does not require any special equipment and the 
benefits of progressive relaxation are both physiological and psychological. Brown 
(1977) suggests that the physiological effects of learned relaxation of the skeletal 
muscles leads to the smoothing of muscles and encourages relaxation of the 
gastrointestinal and cardiovascular systems. Researchers have found progressive 
relaxation effective in treating headaches (Blanchard et a l, 1993; Engel, 1993; Engel, 
et a l, 1992). Backache sufferers have also been helped with progressive relaxation 
(Belar & Cohen, 1979). It appears that conditions resulting from constant tensing of 
muscles (such as Repetitive Strain Injury) and inappropriate muscle usage (for example 
after injury) can be alleviated (Engel, et a l, 1992; Rice, 1987), or at least their 
symptoms diminished, with regular practice of progressive relaxation.
Progressive relaxation has also been demonstrated to have wide-ranging effects upon 
psychological well-being as well as encouraging behavioural change. For example, 
college students with poor self-concepts improved their perceptions of themselves 
through training in progressive relaxation (Dion, 1977; Bensink, 1992; Cusumano and 
Robinson, 1993). Further, both depression and anxiety were lessened in people trained 
in progressive relaxation (Breeden et a l, 1975; Rasid & Parish, 1998; Caruso, 2000).
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Even insomniacs were helped to sleep by using this relaxation technique (Means, 
2000).
Progressive relaxation is also useful on helping people to manage stress (Scheufele, 
2000), and it has often been used as part of stress management programmes (Sheehy, 
2000). Garcia et al. (1997) investigated the effectiveness of stress-management 
training based on education, relaxation, and problem-solving training with 43 males 
suffering from essential hypertension. At post-treatment, the percentage of participants 
who achieved at least a 5mm Hg reduction and the percentage of subjects who, in 
addition, achieved a normotensive level (59/68% vs. 29/14% for systolic/diastolic 
blood pressures) were significantly higher in the treated group than in the control group. 
Self-measured blood pressure was significantly lower and maintained in a 4-month 
follow-up assessment (mean reductions of 4/2 mm Hg and percentages of subjects who 
achieved a 5 mm Hg reduction of 48/33% for systolic/diastolic blood pressures). 
Farrell et al. (1998) used a cognitive behavioural intervention technique, which taught 
relaxation skills, positive self-talk, and cognitive restructuring to 4 sexually abused 
children exhibiting posttraumatic stress disorder (PTSD). All participants reported 
decreases in their PTSD symptoms and depression and anxiety after receiving the 
training.
Like other behavioural therapies, there are limitations to the usefulness of progressive 
relaxation. The technique requires lots of time and practice to learn that can be too 
much for some patients and not all patients are receptive to learning the technique. 
Some people find it too difficult to concentrate for long enough to master the technique. 
The long-term efficacy of progressive relaxation as a stress management technique has 
also been called into question. For some people progressive relaxation can work well 
for most situations but when serious life events or time pressures intervene it can 
become difficult to maintain the relaxation practice even though the management of the 
crisis might be easier if it was maintained.
(
In spite of this caveat, however, progressive relaxation techniques have been found to 
be most effective behaviour therapies when used in conjunction with other techniques 
(Meichenbaum & Novaco (1985), Fausel (1995), Sheehy (2000)). The fundamental
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concepts of both yoga and meditation are similar. Both techniques teach people how to 
control their mind. Yoga is also similar to progressive relaxation in that it helps people 
to induce nerve-muscle relaxation by stretching their muscles. However, practically, 
yoga and meditation need to be done in a quiet place to enable people to concentrate 
sufficiently to practice the techniques to control their mind. Progressive relaxation 
techniques can be applied anywhere and anytime (O’Neill, 1999). Evidence provided 
by Carington et al. (1980), Heidi & Borkovec (1983), and Woolfolk & Lehrer (1984) 
also shows that yoga and meditation may produce more negative side effects than 
progressive relaxation. Specifically, more people report sensations of transient anxiety 
during practice of yoga and meditation than during practice of progressive relaxation. 
Heidi & Borkovec (1983) call it “relaxation-producing anxiety”. Woolfolk & Lehrer 
(1984) indicated that this is because yoga and meditation can heighten physiological 
arousal and physiological activity. Individuals that tend to be anxious are often more 
sensitive to this somatic awareness and some may even experience fully-fledged panic 
attacks. In other people reactions to the application of yoga and meditation only 
produce somatic sensations of being anxious without the “mental fear”.
Research literature has suggested that progressive relaxation may be somewhat better 
for use in stress management programmes because of the fewer negative side effects.
3.1.3 Cognitive-behavioural Therapy
The second approach to managing the psychological aspects of stress involves the use 
of cognitive-behavioural techniques. Cognitive-behavioural therapy is a further 
development of behavioural therapies and was originally developed by Beck (1976). 
Whereas Behavioural Therapies simply focus on changing behaviour, 
Cognitive-behavioural therapy is used to change perspectives, thoughts or beliefs that 
have a negative effect both on feelings and behaviour. This method has been used to 
help people to tackle a range of problems and difficulties: such as those that affect mood, 
i.e. depression, anxiety, or anger; and those that affect behaviour, such as continually 
striving for success, eating too much or too little, or avoiding social situations.
Cognitive behavioural therapy is built on three key principles. The first involves
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developing an understanding that viewpoints/perspectives can change. The second 
principle involves understanding how mood and thought are linked: change the one and 
you change the other. The third principle consists of learning how to change/control 
thoughts and beliefs. It has been suggested that cognitive therapy works by changing 
unhelpful ways of thinking to provide a more constructive way of viewing the world.
Traditionally, the cognitive approach to the treatment of stress reactions has involved 
uni-component programmes. For example, in one approach clients may be encouraged 
to examine internal factors such as their thoughts, impulses, and feelings that contribute 
to a stress response. They may also be helped to identify meanings they have attributed 
to particular events that influence their reaction to behavioural activations and affects. 
This process helps to clarify problems and, over time, can help individuals’ correct 
erroneous beliefs and cognitive distortions that have lead them to experience stress 
responses. Other approaches may involve teaching individuals problem solving 
techniques which help them to identify erroneous interpretations of events, monitor 
their responses to events and through a process of collaborative empiricism, thoughts 
and beliefs are investigated and tested by increasing both objectivity and perspective 
and alternative means of coping with situations are developed.
Rational Emotive Behaviour Therapy (REBT)
Rational Emotive Behaviour Therapy (REBT), formerly known as Rational Emotive 
Therapy (RET) is a good example of a uni-component cognitive-behavioural approach 
which concentrates on the cognitive aspect of stress related problems. It was developed 
by Albert Ellis (1980), a clinical psychologist, in the 1950s based upon his ABC model 
of emotion (Ellis, 1962) and provides a theory of personality and a comprehensive 
approach to psychological treatment that is of great use when attempting to address 
stress related problems.
In the ABC model of emotion, ‘A’ stands for some perceived unpleasant ‘Activating 
event’ or a set of Activating experiences that may be internal or external to the client. 
External activating events can be described and confirmed by neutral observers whereas 
internal activating events come from inside a person, they rely on the individual’s
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‘B’ stands for ‘Beliefs’. Beliefs are used by individuals to evaluate cognitions/views 
about the world they can either be rigid or flexible, extreme or non-extreme. Rigid or 
irrational beliefs (IBs) take the form of “musts”, “absolute shoulds”, “have tos”, “got 
tos” and so on. Conclusions resulting from such beliefs tend to be extreme and take the 
form of: (a) awfulising -  believing things are worse than they absolutely should be; (b) 
low frustration tolerance -  believing there can be no happiness at all unless all 
conditions are perfect; and (c) deprecation -  people will deprecate themselves, other 
people, and/or life conditions.
Flexible beliefs are also called rational beliefs (RB). Individuals with flexible beliefs 
recognise the vagaries of life that mean for example that things cannot always be 
perfectly organised; there is no right or wrong answer and that decisions that need to be 
taken are not always clear cut. In Ellis’s view, the most effective means of coping with 
life is for rigid beliefs about the world to be downgraded to a series of desires, wishes, 
wants, and preferences. When people adhere to such flexible rational beliefs they tend 
to make rational conclusions from rational premises. These people tend to behave in the 
opposite manner than people with rigid beliefs and take the form of (a) anti-awfulising; 
(b) high frustration tolerance; and (c) acceptance.
The third strand of the ABC Model concentrates on emotional aspects of cognition and 
the Consequences of A & B on interpreting life events (e.g., anxious; great distress; 
difficulty in concentrating on work; not sleeping well). The C’s that follow from 
irrational beliefs (IBs) about negative A’s will be disturbed and are called unhealthy 
negative consequences and C’s that follow from rational beliefs about negative A’s will 
be non-disturbed and are termed healthy negative consequences (Ellis, 1994).
The key element of rational emotive behaviour therapy is the emphasis it places upon 
the cognitive element present in self-defeating behaviour, if people mistakenly believe 
that everything is wrong they will, over time, come to believe that it is wrong despite 
evidence to the contrary. Rational emotive behaviour therapy suggests that cognition, 
feeling and behaviour are interrelated and interacting processes that must all be taken
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into account when attempting to help an individual change perspectives, thoughts or 
beliefs that may be having a negative effect on their feelings and actions. Steps must be 
taken to improve a patient’s feelings about and behaviour towards a situation if  
treatment methods are to be effective.
REBT states that our perceptions and evaluations of events in our environment largely 
determine how we respond emotionally and behaviourally to these events. Some 
individuals are perfectly able to cope with difficult circumstances or adversities in their 
lives. Whilst others confronted with similar kinds of stressors feel highly aroused 
emotionally and physiologically, and cope poorly and inadequately with their situation. 
REBT suggests that what we label ‘stress’ or ‘distress’ is determined not by the 
unpleasant events or ‘stressors’ that people experience in their lives, but by their 
Irrational Beliefs (IBs) about what they perceive is happening to them.
Key questions for REBT include: how does the environmental or interpersonal stressor 
become oppressive? What causes the dysfunctional emotional and physical states 
symptomatic of stress? And what can be done to help people to reduce their levels of 
stress and to function in a healthier and more effective manner? Ellis concluded that 
since only on rare occasions is it possible or realistic to help a distressed client by 
eliminating the particular environmental stressor(s) supposedly causing the client’s 
problems, the main avenue open to therapists is to address the psychophysical aspects 
of distress.
To do this, REBT attempts to show distressed clients that the unfortunate events they 
experience in their lives do not by themselves cause their distress, although they may 
contribute to it. Also, many of their feelings of distress and self-defeating behaviours 
arise from a distorted view of the world underpinned by Irrational Beliefs (IBs) that 
have developed from unfortunate activating events in their lives. By putting their 
experiences into perspective people can replace their irrational cognitions with more 
rational philosophies which will help reduce or overcome disturbed psychological and 
physiological states we call stress and return to a healthier, and more constructive way 
of behaving (Abrams & Ellis, in Palmer & Dryden, 1996).
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For REBT to work effectively, however, it does require that individuals must be willing 
to face and challenge irrational beliefs (IBs) held about the world. This is not always 
easy to do as many people are not aware that the beliefs they hold may be inappropriate 
and could be detrimental to their psychological well-being.
Acknowledging that previously held beliefs are incorrect can be very distressing and 
can, temporarily, lead to a reduction in perceived self-efficacy rather than the 
enhancement of perceived self-efficacy which is the ultimate aim of this type of therapy. 
Learning to interpret the world differently takes time. For some, learning how to 
challenge previous approaches to life can be difficult. For others, simply completing 
homework tasks provided by therapists to help firm up the concepts taught, can be 
difficult. For some people the time commitment required to bring about successful 
change is too great and the tendency to revert to tried and tested methods of interacting 
with the world becomes very great. However, there is a growing body of evidence to 
suggest that the benefits to be had from this approach tend to outweigh these problems.
Malkinson, Kushnir and Weisberg (1997) delivered a stress management-training 
program to 14 female production workers with little formal education, based on 
Rational Emotive Behavioural Training (REBT). Burnout, tension, listlessness, 
cognitive weariness, and work/home conflict were assessed before, at the end, and at a 
12-month follow-up session to measure the effectiveness of the program. At the end of 
the 6-session program, 4 of the 5 measures in the experimental group were significantly 
reduced compared to the waiting-list control group. At the 12-month follow-up, tension 
and burnout were still reduced compared to baseline, suggesting that REBT can be 
successfully taught to such participants.
To examine the growing evidence concerning the link between illness and/or health by 
studying psychological variables, Collins (1999) conducted a study to evaluate the 
effectiveness of a psycho-educational intervention based on REBT. The aim of his 
study was to increase rational beliefs and lower psychological distress and physical pain 
in medical patients with mild, acute illness. 52 participants began the programme and 
50 people completed the study. Participants were assigned either to, the REBT-based 
psycho educational plus medical group, or the medical treatment alone group. Her
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results suggest that the REBT-based psycho-educational intervention, when added to 
traditional medical care, was more effective than medical care alone in increasing 
rational beliefs and reducing psychological distress and physical pain.
Problem-solving Techniques
Another example of a uni-component approach to stress management used in cognitive 
behavioural therapies involves the teaching of problem-solving techniques. These 
provide a variety of response alternatives for dealing with problematic situations. 
Appropriate use of problem solving techniques can increase the probability that an 
individual will select the most effective response from among various alternatives for 
dealing with a particular situation (D’Zurilla et al, 1971; 1991; 1995; 1998).
Problem solving is a learning process which uses a transfer-of-training phenomenon, 
involving the operation of cognitive strategies or “learning sets” (cf. Harlow, 1949), to 
enable an individual to “create” or “discover” symbolical solutions to a variety of 
unfamiliar problems (cf. Duncan, 1959; Gagné, 1966; Hudgins, 1966). This is a 
process that can be both overt and cognitive in nature.
In psychological terms problem-solving processes can be divided into five stages or sets 
of cognitive operations: general orientation (i.e., “set” and attitudinal factors), problem 
definition and formulation, generation of alternatives, decision-making (i.e., evaluation 
and selection), and verification. Crutchfield (1969) stresses that problem solving rarely 
proceeds according to these neatly ordered stages; more typically, they overlap and 
interact with each other. Wasik (1984, in Meichenbaum, 1985, p.67) has translated 
these problem-solving steps into questions that one can ask oneself.
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Problem identification 
Goal selection 
Generation of alternatives 
Consideration of consequences 
Decision making 
Implementation 
Evaluation
Steps Questions/Actions
What is the concern? 
What do I want? 
What can I do?
What might happen? 
What is my decision? 
Now do it!
Did it work?
In theory if individuals understand and follow these steps it should be possible to deal 
with most problematic situations effectively.
Problem solving techniques have been widely used by researchers to help people to deal 
with various psychological problems. Garcia-Vera et al. (1997 & 1998) have
conducted a stress management programme based on education and relaxation with 
participants suffering from hypertension. Their treatment yielded significant 
psychological changes that included an increase in problem-solving abilities. Physical 
improvements were also noted. When clinically high blood pressure (BP) values were 
considered, increases in problem-solving abilities were correlated with systolic and 
diastolic BP reductions for participants in the stress-management condition of the 
study.
Much of cognitive therapy has written about the use of problem-solving training as a 
means of enhancing clients’ coping skills (e.g., Kazdin, 2002). Heppner, Neal, and 
Larsen (1984) identified a number of high-risk groups which could benefit from an SIT 
problem-solving approach such as students on academic probation, students with a high 
potential for dropping out of university, adult women returning to school, students who 
were abused as children, recently divorced people and dual-career couple.
Timmerman et al. (1998) conducted a stress-management-training programme with 77 
individuals without serious mental health complaints but who, from data gathered at the 
selection stage, demonstrated an increased risk of developing them as a consequence of
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stress. Individuals were recruited from the community at large and then screened for 
participation in the training program using the following set of criteria. If some of 
several mental health risk factors could be attributed to them: past life-events, 
neuroticism, unassertiveness, avoidant coping style and lack of social support they were 
included in the study. The training program consisted of several stress management 
techniques: changing unhealthy life-styles, relaxation training, problem-solving 
training and social skills training. Assessments were used at the end of the training 
period to investigate changes in measured stress levels of the participants. Results 
showed that the training group, as compared to the control group, reported significantly 
less distress, less trait anxiety, fewer daily hassles, more assertiveness and more 
satisfaction with social support at follow-up. Both of the studies suggest that 
problem-solving techniques can be of help to many types of participant, not just those 
suffering hypertension as shown by Garcia-Vera et al. (1997 & 1998).
Meichenbaum (1985), however, has highlighted two caveats regarding problem-solving 
training as a means of stress reduction. Firstly, some clients are probably able to “talk a 
good game” in terms of problem solving, but they might not be able to translate such 
plans into effective action. There is therefore a need to ensure that clients have the 
specific skills within their repertoires to carry out the desired actions.
The second warning concerns the identification of the problem. Sometimes the 
ostensible definition of a problem, even when stated in operationally behavioural terms, 
is not enough because it is not the only problem that bears clinical attention. Thus, 
trainers must be sensitive to the underlying meaning that interpersonal conflicts can 
hold for clients and significant others (i.e. the way that the problem situation is 
interpreted).
There is a growing body of research that suggests that uni- component approaches to the 
treatment of stress related problems produce consistently less good results than 
approaches that are made up of multiple-components each designed to address the key 
aspects of stress Murphy (1996), Turk (1978) and Turk & Genest (1979). Maynard et 
a l, (1998) conducted a research on debilitative cognitive anxiety participants to 
compare the effectiveness of uni- component and multi- component stress interventions
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and indicated multi- component stress interventions to be more effective than uni­
component interventions. Murphy (1996) explains that the multi- component stress 
management programme is better than single component programme because the 
combination of techniques provides workers with a balance of somatic and cognitive 
skills. Using this approach fewer participants fail to learn some stress management 
skills because more than one skill is taught.
Multi- component stress training Methods
A  good example of a multi- component stress management approach is the Stress 
Inoculation Training (SIT) method which was developed by Meichenbaum (1985). 
This was designed to facilitate adaptive appraisals of the environment and to enhance 
the repertoire of coping responses available to individuals. It was also designed to 
nurture an individual’s confidence in and utilization of his or her coping capabilities.
An SIT is made up of three components: cognitive preparation phase (or Education 
phase), skill acquisition phase and application phase. The cognitive preparation phase 
is designed to help individuals to develop a conceptual framework that they can use to 
understand the nature of their stressful reactions. Phase two of the programme involves 
a period of skill acquisition in which skills are taught to help participants to cope better 
with stressful events in their environment. Phase three of the programme gives 
participants an opportunity to practice the skills that they have learned so that they 
become comfortable using their newly found skills in ongoing stressful situations.
The SIT method suggests that if an individual is able to better manage their feelings, 
this will have an impact on their behaviour, because of the systemic connection between 
cognition, affect and behaviour. Through such a system it is believed that, feelings are 
likely to be influenced through cognitive components (such as automatic thought, belief) 
and behavioural components (such as systematic problem solving) (Kedar and Arun, 
2000). As the main aim of this research was to examine the moderating effect of 
self-efficacy on the way in which individuals experience stress it was considered that 
the SIT method could provide an appropriate methodology to investigate this issue.
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One of the advantages of the approach proposed by Meichenbaum is that he suggests 
that the programme should be tailored to the needs of participants. To develop the 
conceptual framework to be used to help individuals understand the nature of their 
stressful reactions data is gathered about the individual or group of individuals and the 
types of situations they face. This data is analysed and interpreted to provide the basis 
for understanding how the individual/group of individuals currently appraises their 
environment and what skills need to be acquired/developed in phase two of the 
programme. This analysis allows specific current areas of weakness in terms of 
understanding the underlying concepts of stress and coping strategies to be identified 
which drives the choice of skills to be taught during the skills acquisition phase. 
Meichenbaum (1985) suggests that because stressors come in various forms a 
multi-component stress management approach can help prepare participants to deal 
with any problems that might arise, particularly those specific to their own lives.
On this basis phases one and two of this research project were used to develop an 
understanding of how the tutor-teachers currently appraise their environment and what 
skills need to be acquired/developed in phase two of the programme.
The SIT method is based upon a bi-directional influence process known as “Reciprocal 
Determinism”. In this process both the individual and the environment are believed to 
influence stress responses. An individuals’ appraisal system gives person-environment 
transactions their meaning and this then determines the individual’s response to the 
situation (Holroyd and Lazarus, 1982). It has been found that considerable therapeutic 
benefit may be derived from restructuring situations and training clients to recognize 
how cognitive reappraisal can influence their response to a situation.
The SIT method has already been used with a variety of clinical problems in both 
individual and group treatment formats in Western countries. Problems addressed have 
included anxiety (Jaremko, 1980b; Kennerley, 1990; Sheehy, 2000; Schiraldi and 
Brown, 2001), anger reactions (Novaco, 1980; Kedar and Arun, 2000; Nelson and 
Finch, 2000; Galt, 2000), pain (Turk, 1978; Turk & Genest, 1979; Fecteau, 2000; Rhee 
et a l, 2000), absenteeism (Murphy & Sorensen, 1988), and stress (Cecil, 1990) in 
depressed patients, children, teachers, nurses, public employees, managers, and police
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officers, there appears, therefore, to be significant scope for this type of stress 
management approach to be used with tutor-teachers in Taiwan.
3.2 The detail of Stress Inoculation Training (SIT) Method
As already mentioned, an SIT is made up of three components: cognitive preparation 
phase (or Education phase), skill acquisition phase and application phase.
3.2.1 Cognitive Preparation Stage
During the first phase of an SIT programme individuals are helped to develop a 
conceptual framework that they can use to understand the nature of their stressful 
reactions. To do this data is gathered about the individual and the types of situations 
they face. With the help of a trainer this data is analysed and interpreted to provide the 
basis for understanding how the individual currently appraises their environment and 
what skills need to be acquired/developed in phase two of the programme. Phase two of 
the programme is the skill acquisition phase where skills are taught to help participants 
to cope better with stressful events in their environment.
Data Collection
There are a number of data collection methods that can be used in phase 1 of the SIT : 
interviews with the client and significant others (e.g., the spouse); imagery 
reconstructions of particularly stressful incidents; self-monitoring reports; observation 
techniques and psychological testing.
Interviews
Interviews that focus on a functional analysis of problem areas often yield valuable 
information about the situational determinants of behaviour. Clients are encouraged to 
provide detailed accounts, which supply information about what aspects of the stressful 
situation(s) they attend to, what thoughts pass through their minds, what is experienced 
emotionally, what behaviours are produced, and how significant others respond.
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Image-Based Reconstruction
Image-based reconstruction can be used in interviews to encourage a client to 
reconstruct a difficult experience, by imagining or reliving one or several recent 
experiences of stress. This technique can be used individually or in a group setting. In a 
group setting, each member of the group might describe their reconstructions in turn, 
this can help participants to appreciate that they are not alone in having certain types of 
thoughts and feelings, which can help overcome feelings of isolation and put 
experiences into context. These sessions tend to be most successful if the group is 
composed of persons who are experiencing similar stressful demands (e.g., teachers, 
policemen, etc.).
Self-Monitoring
Another technique useful for data collection is self-monitoring. Self-monitoring 
techniques can include the keeping of an open-ended diary, a systematic record or 
rating of specific thoughts, feelings, and behaviours as a means of observing and 
recording ongoing experience or the use of a stress thermometer. The stress 
thermometer can be compared to body temperature thermometer: high or low 
recordings can signal trouble. Martinez (1989) used this technique successfully to help 
an English teacher overcome his experience of burnout, (an example of a stress related 
mental health outcome), using a Daily Stress Chart.
In general self-monitoring techniques can increase clients’ recognition and awareness 
of ongoing behaviours or emotions to be monitored and can provide a benchmark 
against which clients can compare their behaviour at the point the behavioural change 
program begins with the changes in behaviour resulting from the program (Pope & 
Jones, 1996, in Helen O’Neill, 1999, p.61).
Self monitoring tasks are usually given as ‘homework’ to participants in SIT 
programmes to help reinforce progress made during the programme as a whole. Broder
(2000) and Schmidt et al. (2000) recognised homework as a very powerful 
reinforcement tool that needs to be incorporated into management programmes to make 
it more efficient and effective. It only helps, however, if the homework is clear, specific,
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measurable and doable.
Behavioural Assessment
Behavioural assessments for data collection involve direct observation of clients in real 
life, in the clinic, or in the laboratory, this type of observation is often revealing. If it is 
not possible to observe participants in any of the above situations role-playing has 
proved to be a valid substitute for observation of actual interactions. Turk et al. (1983) 
suggest that it can be useful to videotape the client during a stressful experience. The 
videotape can then be replayed and the participant asked to describe ongoing thoughts 
and feelings during the experience. This type of behavioural assessment is used to 
explore with the participant the role that these subjective factors may play in the 
experiences under review. If no videotaping equipment is available, asking participants 
to report their subjective experiences at intervals as they progress through enactive 
experiences can be useful.
Psychological Testing
One final source of data collection can involve the use of standardized psychological 
tests. These are often useful in understanding the nature of the client’s stress. Tests 
used tend to vary depending upon the issues to be addressed. Specific stress assessment 
measures have been developed for various occupational groups (e.g., teachers, police 
officers, military recruits) and target populations (e.g., cancer patients, unemployed 
individuals).
All of the above data collection methods will be used in phase 1 of the SIT programme 
used for this research. These are discussed in more detail in Chapter 6 (the intervention 
chapter).
Data Integration
Having gathered data from clients, the second stage of “cognitive preparation” involves 
data integration where the data is gathered into a useful conceptual framework that is 
used to help individuals understand, predict, and be in a position to influence ongoing 
transactions. Effective coping is likely to be facilitated by accurate appraisal. For
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appraisals to be useful they must include: conscious recognition that any given 
appraisal does not necessarily supply the correct and only answer to a situation; the 
generation of alternative hypotheses and interpretations for consideration; and the 
ability to evaluate the relative heuristic value of competing alternative hypotheses is 
essential. With these skills clients can revise appraisals in an ongoing way in order to 
bring them into line with available data and to look for heuristically useful 
conceptualisations of the problems they face.
One technique suggested by Meichenbaum (1977) for data integration is to conduct a 
task analysis of effective coping sequences, specific situations in which changes are 
desired, are identified and analysed to establish what is required to produce effective 
coping responses in each of these situations. The assessment data are then reviewed to 
isolate factors that currently interfere with adaptive functioning and attention is focused 
on changing these factors.
Introducing a Conceptual Model
Previous research has found that the provision of conceptual models can help clients 
comprehend and integrate the treatment rationale. Girodo & Wood (1979) reported that 
participants who received a SIT programme where a conceptual model was introduced 
coped better than participants who were simply instructed to repeat self-statements as a 
task demand of the experiment. They suggested that expectations and beliefs about a 
self-control response might be at the heart of what makes stress inoculation training 
effective.
The conceptual model used depends upon the presenting problem. For instance, 
anxious clients may find heuristic value in Schacter’s (1966) cognitive-physiological 
model of emotion, Lang’s (1968) tripartite model of fear or Ellis’s ABC model of 
emotion. In this research project Lazarus’s transactional model of stress and Ellis’ 
ABC model of emotion will be used because of their compatibility with the stress 
inoculation training method.
Conceptual frameworks provide clients with a means of integrating and monitoring 
their experiences more effectively by relating relevant dimensions of their problems to
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aspects of the model. Lazarus’s model provides a differentiated view of stress reactions 
in terms of primary appraisals of threat and secondary appraisals of coping capabilities 
and coping responses. In situations that don’t require rapid responding, clients may 
consciously examine the actual degree of threat, consider response capabilities 
thoroughly, and develop a plan for action. Ellis’ ABC model of emotion believes that 
our perceptions and evaluations of events in our environment largely determine how we 
respond emotionally and behaviourally to these events. These models therefore provide 
a blueprint for organized adaptive responding.
Conceptual models can also help to reassure clients. A client complaining of stress may 
be reassured by construing the problem in transactional terms rather than in terms of 
basic personal inadequacy. This is why it is necessary to teach individuals the skills 
required for interpretation to be possible.
Once the data collection and interpretation phases have been completed the next stage 
of an SIT programme involves “Skill Acquisition”.
3.2 .2  Skill Acquisition Stage
The skill acquisition stage of the SIT programme encourages clients to learn techniques 
to help them respond more effectively in situations in which previous coping responses 
have proved to be inadequate. If clients already possess relevant skills, the focus of 
treatment is on increasing facilitative mediators and reducing inhibition in order to 
activate the response.
The transactional model of stress emphasizes that people not only respond to, but also 
create, their environments. This “reciprocal determinism” introduces the possibility of 
preventative actions. Much of the stress experienced by clients arises when they find 
themselves unable to “straighten out” significant relationships that have failed. 
Rosenthal and Bandura (1978) suggest that: “teaching clients...to amplify social cues 
that bring out the best in other people’s repertoires seems a plausible goal” (p.625). If 
clients are able to acquire such skills, they increase the probability of eliciting friendly, 
cooperative behaviour in their transactions and reducing the sorts of hostile response
Chapter 3. Therapeutic Approaches to Stress Reduction 80
that generally characterize stressful, conflict interactions. Developing “switching 
responses” that prevent incipient conflict transactions from escalating and shift the 
focus in a positive direction may not only be useful in helping clients reduce stress but 
may actually increase their life satisfaction. The transactional model emphasises the 
possibility of training people to behave in ways that prevent stressful transactions from 
arising and increase the rate of positive transactions.
There are a number of strategies that can be taught to help clients who already possess 
the requisite coping skills, but who are still failing to cope effectively in their 
interactions. As indicated in Chapter 2, coping skills may be classified as instrumental 
or palliative (Lazarus & Launier, 1978). Instrumental coping refers to actions that serve 
to meet environmental demands or alter stressful situations and transactions. Palliative 
coping involves responding as adaptively as possible in unavoidable stressful situations 
when instrumental coping is not possible. Palliative coping responses, which focus 
largely on regulation cognitive, affective, and physiological components of stress 
reactions, may be used in conjunction with instrumental responses (e.g., the person 
engage in self-relaxation while producing instrumental responses).
Instrumental Coping Skills
Some direct coping skills are primarily cognitive. Skills required to analyse 
psychological problems, such as those to be taught in the conceptualization phase of the 
SIT, fall into this category.
Another basic instrumental coping skill of value in a wide variety of situations involves 
effective problem solving (e.g., Problem solving techniques). A number of guidelines 
for efficient problem solving have been described by various researchers such as 
(D’Zurilla et al, 1971; 1991; 1995; 1998, and Mahoney, 1977). These guidelines will 
be used in this study.
Palliative Coping Skills
Palliative coping strategies are applied in aversive situations that can neither be altered 
substantially nor avoided (e.g., experiencing intense pain that cannot be relieved
Chapter 3. Therapeutic Approaches to Stress Reduction 81
medically), the goal of these strategies is to relieve distress as much as possible. The 
way an individual thinks and behaves may to some degree either intensify or moderate 
the stressful reaction.
There are several strategies that may useful in coping with unalterable stressful 
situations. One strategy involves perspective taking. When things are objectively bad, 
they may seem subjectively worse. Depending on the source of the stress, perspective 
taking may involve reminding oneself that the problem is time-limited, that serious 
outcomes would be bearable though unwelcome, that there are still sources of 
satisfaction in other areas of life, and so forth. These strategies have greatest potential 
value in situations where the subjective distress is magnified by an individual’s ideation. 
The SIT programme aims to help individuals learn how to change their cognitive 
appraisal of situations so this type of coping strategy may be of great importance to the 
participants in this study.
A second palliative coping strategy is attention diversion. Lazarus (1981) has written 
thoughtfully about the adaptive value of “denial,” especially in circumstances over 
which it is impossible to exert control. Although the psychoanalytic model postulates 
that “denial” involves an unconscious defensive distortion that is not under voluntary 
control, it is sometimes possible to create intentionally conditions that increase the 
probability of diverting attention away from distressing experiences or concerns. To 
the extent that the person can become absorbed in positive experiences, there may be at 
least temporary respite.
There is increasing evidence to indicate that appropriate use of social support networks 
may also facilitate the adaptive coping processes (e.g., van Dick & Wagner, 2001). 
Other persons may be able to provide physical assistance, valuable information, 
feedback, or perspective. Helping individuals to find ways to use existing social 
supports more effectively, or by developing new support systems can help people cope 
more effectively with stressful encounters. This is another technique that will be 
included in the SIT programme developed for this research project, together it is 
believed that these techniques will have a significant impact on the levels of stress 
reported by participants.
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3.2.3 Application and Follow-through Stage
In theory, clients who have progressed through stage 1 and 2 of the SIT programme 
should have acquired interpretative and coping skills and learned how to use these skills 
appropriately. However, the task of training is not seen as complete until the client has 
had enough practice with the skills and applies them in ongoing stressful situations. 
Problems of maintenance and generalization of treatment continue to be a source of 
concern to clinicians.
Bandura (1977) postulated that the probability of engaging and persisting in coping 
behaviour is determined in large measure by the degree to which a sense of self-efficacy 
(secondary appraisal in transactional of model of stress) has been established. This 
creates a confidence that the required behaviours can be produced (efficacy expectation) 
and that when produced they will result in the desired outcome (outcome expectation). 
Bandura’s analysis suggests that a sense of self-efficacy is likely to be strengthened if 
clients are able to practice their newly acquired coping responses in real-life 
circumstances in which there is a high probability both that the response will evoke the 
desired outcome and that the client can attribute success to personal capability rather 
than to external factors. The therapist may promote a sense of self-efficacy by 
reviewing successful experiences with clients and prompting the client to analyse the 
specific coping behaviours that contributed to the success.
Treatment Follow-through
In general, it has been found useful not to have the training terminate abruptly, but 
instead to thin out sessions during a transitional period. Turk et al. (1983) suggest that 
treatment gains may be consolidated by prearranging for clients return for review at 2-, 
3-, 6-, and 12-month follow-up sessions. The goal is to provide a structure for 
maintaining the client’s momentum despite setbacks or new problems that may develop 
as the conditions of the client’s life change over time. The client may also be invited to 
contact the therapist if difficult problems arise: Initiating such contact may be construed 
as an adaptive coping response under many circumstances. In considering 
follow-through, it is important to remember that the nature of the client’s problems may
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change with time. With client improvement, there may also be a change in the
expectations by significant others. The stressful events that brought clients to training
are unlikely to be the same as those one deals with at follow-up.
Application/Effectiveness o f  Stress-Inoculation Training
The goal of the SIT method is to help clients become aware of the transactional nature 
of stress and coping and of how their reactions can contribute to and help maintain their 
stress reactions. The object of the SIT method is not to encourage participants to 
eliminate stress, but to educate clients about the nature and impact of stress and to 
ensure that they have the variety of intrapersonal and interpersonal skills to use stress 
constructively.
The SIT approach has been applied to a number of diverse populations (e.g., athletes, 
policemen, military, teachers) to address a number of varied problems (e.g., pain, anger, 
anxiety, phobia, depression). Programmes have been used for both treatment and 
preventative purposes (Meichenbaum, 1972; Novaco, 1976a, 1976b, 1977a, 1977b, 
1978, and 1980; Goldffied & Davison, 1976; Sharp & Forman, 1985; Admi & Shirom, 
1987, Long, 1988; Cecil, 1990; Foa et a l, 1999.) Meichenbaum’s approach (1984) 
recommends that the contents of each SIT programme should be modified according to 
the requirements of the study to maximise the effectiveness of the programme.
For example, Foley et al. (1987) conducted research on 40 multiple sclerosis (MS) 
patients who were randomly assigned to one of two treatment conditions: stress 
inoculation training (SIT) or current available care (CAC). This SIT treatment included 
Beck’s (1976) cognitive-behavioural psychotherapy and progressive deep-muscle 
relaxation training. The CAC treatment provided the usual clinic services, and the CAC 
group was told the SIT treatment would be available in 5 weeks. At post-test, it was 
found that the SIT group was significantly less depressed, anxious, and distressed than 
the CAC group and that they were utilizing more problem-focused coping strategies 
than CAC control participants.
Forman (1982, 1983) used SIT training with urban secondary school teachers. Their
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training consisted of six 2- to 3-hour sessions once a week for 6 weeks. The Training 
program was made up of four components: presentation of conceptual framework, 
relaxation training, cognitive restructuring, and rehearsal-application. Following 
introductions and a general discussion of the definition, incidence, cause, and effects of 
stress on teachers and students, the discussion focused on specific school-related 
stressful situations (e.g., acting-out students, students who did not care about grades, 
time constraints, lack of resources, problems with mainstreaming, and problems with 
school administrators). Following relaxation and cognitive restructuring, the 
participants developed “stress scripts” that were constructive coping plans to deal with 
a variety of stressful situations. Role-playing and imagery rehearsal were used as 
practice aids.
In Forman’s study, the teachers who received SIT showed decreased self-reported 
anxiety and stress at post-test and at a 6-week follow-up, as well as a decrease in 
motoric manifestations of anxiety in the classroom when compared to groups that 
hadn’t received any training.
Similar studies have also produced positive results. Sharp and Forman (1985) 
compared the effects of stress inoculation training or classroom management training 
on teacher anxiety in 2-hr sessions twice a week over 4 weeks. 60 teachers were 
assigned to one of the two treatment groups or a no treatment control group. Dependent 
measures included self-reported teaching anxiety and general anxiety, observations of 
teachers’ verbal classroom behaviour. Pre-treatment, post-treatment, and 4-week 
follow-up data were collected. Both stress inoculation and classroom management 
training were found to improve teachers’ affect and classroom behaviour, although the 
study did not provide evidence for the superiority of either type of training.
Long (1988) evaluated the effectiveness of an 8-week stress inoculation training 
programme with an exercise component (SITE) and a minimal exercise treatment 
(MIN). The MIN group received SIT after an 8-week delay. Measures assessed on trait 
anxiety, teacher stress, and coping strategies among 66 school personnel. The findings 
indicated that after the first 8 weeks’ training, the SITE group was more effective than 
the MIN group in reducing anxiety and teacher stress. Significant decreases in
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emotion-focused coping and increased preventive coping were found at the end of SIT 
training; however, the degree to which problem-focused coping was used did not 
change. Participants from the MIN group did not show significant changes in their 
levels of anxiety, stress, or coping strategies used.
When comparing the changes on SITE group between the 8 experimental weeks and the 
8 follow-up weeks, a small but not significant deterioration in scores was seen which 
could suggest that the treatment effects did not continue to improve. However, Long 
suggested that this may relate to the cyclical nature of stress in the schools. This cycle 
requires teachers, each year, to get to know new students, teach them successfully 
throughout the year and try to ensure that they pass their exams at the end of the 
academic year. In addition to this, the teachers must cope with the internal politics of 
the school manage relationships with students, their parents, and other members of staff 
on a limited budget. The stage at which the SITE programme was administered could 
therefore affect the level of stress reduction to be achieved. Golaszewski et ah (1984) 
reported increased stress for teachers at year-end, even though they were involved in 
stress-management training.
From these findings it can be seen that SIT approaches to dealing with stress have 
already proved successful in the past and should provide a valuable tool to help 
tutor-teachers in Taiwan manage their stress more effectively.
Chapter 4 describes the methods and results of the Qualitative Phase, the first phase of this 
research study.
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CHAPTER 4. QUALITATIVE PHASE
“What Cause Junior High School Tutor-teachers’ Stress 
and How Do They Cope with in Taiwan”
4.1 Qualitative Method
4.1 Method
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The aim of the first phase of this research was to develop a comprehensive 
understanding of the job of junior high school tutor-teachers’ in Taiwan from the 
perspective of tutor-teachers themselves. By identifying the job-related problems faced 
by tutor-teachers and the techniques they use to cope with these problems it was hoped 
to develop an overview of the working life of tutor-teachers’ in Taiwan. In detail, the 
first phase of this research examined how junior high school tutor-teachers perceive
• the contents of their job
• job-related problems.
• And the coping mechanisms they use.
The information gained from this research was used to develop a detailed job 
description for tutor-teachers and to produce a set of generalised statements about 
tutor-teacher stress and the coping strategies that they use. The statements produced 
during phase one of the research were then used in the development of a questionnaire 
which was initially used, along with other measures, to assess the type and frequency 
with which certain job related stressors were experienced by tutor-teachers throughout 
Taiwanese schools and the coping strategies they used to manage their stressors in the 
quantitative phase of this research (Chapter 5). The questionnaire was later used to 
assess the perceived self-efficacy of tutor-teachers when dealing with job related 
stressors (Chapter 6).
A qualitative approach was adopted for this phase of research because it involved 
questioning individuals about their perceptions. This type of subjective data cannot be 
gathered effectively using quantitative techniques because people’s responses tend to 
differ on the basis of their own experience and no single general statement can capture 
the subtlety of each person’s experience. Qualitative methods allow data to be obtained 
from individuals and a sorting procedure such as multiple card-sorting procedures 
(MSP) allows this type of disparate data to be brought together again once the 
underlying themes have been uncovered.
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Two methods were used in this phase of research to gather data. An open-ended 
interview was used to gather data from participants and MSPs were used to categorise 
and formalise the data gathered.
4.1.1 Interview
The interview used during this phase of the research asked participants about the 
contents of their job and job-related problems that bother them. The interview aimed to 
identify the way in which tutor-teachers’ perceive factors associated with work stress. 
It was hoped that the data produced by this approach would allow a more realistic 
understanding of the working environment and types of stressors faced by junior high 
school tutor-teachers in Taiwan to be developed.
The interview approach allowed themes and characteristics thought to be relevant by 
participants when talking about their job and job-related problems to he identified. The 
theoretical relevance of perceptions (i.e. meaning, appraisal) to understanding the 
consequences of stress for the individual has been well established in the general 
literature (Lazarus & Folkman, 1991; Kyriacou, 1995; Cox, 1997).
It was decided that the best way to gather this type of data was to use an open-ended 
interview approach. Some researchers have criticized the use of this type of technique 
because unguided interviews can lead to the unsystematic gathering of data with key 
issues being left out (Lowe and de Paiva, 1988; in Finlay, 1999). However, for this 
research project it was decided to use an interview guide to help manage the process 
more effectively. The use of an interview guide approach, where topics and issues are 
outlined in advance, can increase the comprehensiveness of the data gathered and can 
make data collection for each respondent easier (Patton, 1990). If logical gaps in data 
can be anticipated and resolved through additional questioning, interviews can remain 
fairly conversational and situational but still be effective.
In this research the guidelines did not represent a set of standardized questions, both the 
wording and the sequence of questions could be adapted in response to specific 
respondents in the context of the actual interview. This allowed the participant to feel
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more relaxed and less threatened and therefore more likely to reveal important 
information about themselves. The open-ended interview guide can be found in 
Appendix 1. The interview guide was designed to be inclusive; and to collect 
interpretive data from tutor-teachers in a way that encouraged free expression of 
personal meanings associated with work stress. It was modified according to previous 
studies conducted by Turk et ah (1982); Kyriacou & Pratt (1985); Kuo (1990); Mao 
(1995) and Travers and Cooper (1996) to reflect general properties related to the 
concept of teacher stress. During the interview tutor-teachers were asked to identify, 
describe, and illustrate the contents of their job, job-related problems, and the 
techniques they used to sort out each problem. Tutor-teachers in Taiwan had no written 
job descriptions which could have been used to aid this research.
Questions addressed the following: (see Appendix 1)
# Demographic data (e.g., how long had they been a teacher and tutor-teacher and 
what was the main subject that they taught).
# Perceptions of the job -  how they felt about aspects of their job, i.e. what they 
found satisfying, what they found dissatisfying, and what created conflict between 
their job and their private life.
• Descriptions of the job -  contents, required qualifications and duties 
. Job-related problems related to -  students
students’ parents 
colleagues
school administration 
routine tasks 
the work environment 
their private life.
• Ways they used to cope with each problem
As recommended by Lowe and de Paiva (1988; in Finlay, 1999), a number of questions 
had alternative phrasings in the interview schedule, and a similar question was inserted 
occasionally to ensure the consistency of answers given by participants. This facility 
proved very useful and was used a lot during the study. Table 4.1.1 (see overleaf) 
shows questions where the alternative phrasing was often found to be easier for the
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participants to answer.
Table 4.1.1 Alternative questions list
Original question Rephrased question
• How often do you suffer these sorts of 
difficulties?
• Do you suffer from these problems 
frequently?
• How often do they happen?
• In what way did it influence your work? • What were the effects of this problem on 
your work?
• In what way did it influence your 
emotions?
• How did this problem affect the way 
you felt about your work?
• Did you understand why it happened? • Why did it happen?
• What did you do to sort out the problem? • How did you cope with that?
• Has anything similar to this happened 
before?
• Had other things like this happened 
before?
4.1.2 Multiple Sorting Procedure (MSP)
Once the interviews were completed, the data gathered was analysed by the researcher 
and an independent rater and multiple sorting procedures were used to categorise and 
formalise aspects of the information gathered during interviews. MSPs were also used 
later in this phase of research by a second group of independent raters to ensure that the 
categories identified by the researcher and her assistant adequately summarised the 
statements produced by tutor-teachers in their interviews.
The multiple card-sorting procedure (MSP) was developed to allow a flexible 
exploration of conceptual systems either at the individual or group level (Canter et a l, 
1985). As opposed to asking people to explain directly the importance of particular 
concepts or issues, the MSP focuses on the general conceptual/categorisation processes 
underlying people’s perceptions. The MSP is based upon an assumption that 
categorisation is a basic process in perception and to understand behaviour we must 
understand the subjective meanings that situations could have for people. The MSP 
does not assume a bipolar construct, people might categorize/construct the world 
through concepts which are multipolar, or which have a number of qualitatively 
different categories. The MSP provides a means of allowing this to happen and is 
considered a less time-consuming method of analysing these concepts than trying to
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talk things through with participants.
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There are many different ways of conducting MSPs. In this research, a free sorting 
technique was chosen. Each participant was given a set of cards which s/he was asked 
to sort into as many categories as s/he wishes, on the basis that “cards are similar to each 
other within a category and different to those in all the other categories”. Then, s/he 
was asked to name the categories and discuss the choice of them. S/he, then, was asked 
to repeat the sort until s/he ran out of categorisations. The introduction of the MSP is 
described in Appendix 3.
4.1.3 Procedure
Interview
The aim of this research was to obtain a better understanding of the daily work of 
tutor-teachers in Taiwan and to investigate their perceptions of the types of stress 
associated with their work and the coping strategies they use to combat this stress. 
Stratified purposeful sampling was considered to be the best way to obtain a broad 
range of responses that was required for this qualitative study, from participants. To 
ensure a representative sample was used, Taiwan was divided into the capital (Taipei), 
north, middle, and south and a representative number of tutor-teachers were taken from 
each region (for detailed information see Chapter 1, p.3-4). Individual schools were 
chosen from the 703 schools using a Random Number Table (Ling, 1998). Chao-Yu 
Gao, Chief Inspector of the Education Bureau in Taiwan, contacted the headmasters of 
a number of schools to see whether they would be willing to participate in this study. 
For those areas in which schools agreed to participate, two schools were chosen in each 
area. Participants were chosen from each school with the help of the headmasters. Four 
tutor-teachers were taken from Taipei, 6 from northern Taiwan, 4 from central Taiwan, 
and 6 from southern Taiwan. The tutor-teachers who were not teaching on the day the 
interviews were carried out and were free when the researcher went to the school 
participated in the research.
The interviews were carried out in the participating schools by the researcher during 
working time in each junior high school’s Conference Room. Before each interview,
4.1 Qualitative Method 92
the purpose of the research, the role of the interviewer, and issues of confidentiality 
were explained to the participants. Participants were told that they could stop whenever 
they wanted. It was recognised that the research might be seen by some of the 
participants to be somehow connected with the authorities or the school and so every 
effort was made to explain that this was not the case. It was explained that the research 
was confidential, and that the researcher would not tell anyone, not the staff or 
managers, what they had said. The researcher explained that she worked at the 
university, and had nothing to do with the junior high school. It was explained that the 
researcher would write about the results of the interviews for her thesis and possibly for 
articles, but that if she mentioned something they said no one would know it was from 
them because she would not use their names. If, during the course of the interview, the 
participant felt uncomfortable, the researcher mentioned that although she worked at 
the university and did not have the professional skills to help them, she could refer them 
to a professional consultant who could help.
Once each interview was completed, the researcher asked participants for their 
suggestions and comments about the interview and whether anything had been omitted.
All interviews were tape recorded and then, transcribed in Chinese, then translated into 
English at a later date. The length of time participants were willing to be interviewed 
varied from 50 minutes up to a maximum of one and half hours.
Once all the interviews were conducted the data was content analysed using 
Designations Analysis, a type of Semantic Content Analysis (classifying signs 
according to their meanings) (Krippendorff, 1980). In this type of analysis the 
frequency with which certain incidents/experiences are referred to is recorded, this 
provides a means of codifying responses into more manageable groups/topics.
In this research the designations analysis was used to extract phrases representative of 
sources of stress as perceived by tutor-teachers and the pattern of stress coping 
strategies tutor-teacher used to cope with stress in Taiwan in relation to:
The workplace,
social situations related to work,
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emotional and behavioural responses to stress and 
coping strategies used.
M ultiple Sorting Procedure (MSP)
Once the designation analysis was completed and key issues were identified, cards were 
developed from participants’ responses, reflecting the issues identified, for use in a 
card-sorting procedure. Each group of cards started with brief instructions explaining 
how to gather the cards into different groups (Appendix 4). Each card was written in 
Chinese on one side and English on the other, a number was given for recording the 
results of each sorting. The aim of this procedure was for independent raters to sort 
cards into same/different categories to aid the development of items to be included in a 
quantitative study, if the majority of participants sorted cards into the same/similar 
categories it was decided that certain general underlying concepts must be present that 
could be suitable for use in a quantitative measurement tool.
The results of the MSPs were then used to aid the development of a quantitative 
instrument to investigate the nature of job-related stress etc in the tutor-teacher 
population in Taiwan as a whole (Chapter 5).
A convenience sampling method was used for this procedure. 10 independent 
participants were used to carry out the MSPs. The participants were all Taiwanese 
postgraduate students at the University of Surrey who could understand Chinese. These 
participants were chosen because they shared the same culture and background as the 
tutor-teachers in Taiwan and they came from the same education system, so they would 
understand the situation faced by tutor-teachers in Taiwan better than people from other 
countries.
One English participant was also asked to take part in the card sorting procedure to 
confirm the English meaning of the statements.
Each Multiple sorting procedure (MSP) was carried out individually in the participant’s 
room. Before the MSP procedure some participants were worried that this technique 
would examine things related to their psychological status. The purpose of the research,
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the role of the researcher, and issues of confidentiality were therefore explained to the 
participants to reassure them.
Participants were presented with groups of cards and were asked to sort the statements 
into groups that had some meaning to them. Once they had completed this procedure 
they were asked to explain to the researcher why they had grouped these statements in 
the way that they did. Participants were told that they could stop whenever they wanted, 
they could categorise these cards as many times as they wanted and put as many cards 
into each group as they like until they could not find any difference or similarity 
between and within cards.
All card-sorting results and the discussions, except the one with the English participant, 
were recorded and transcribed in Chinese, then translated into English at a later date. A 
cross-case content analysis was conducted on the categorised data by comparing the 
number of times they were categorised into the same group by different participants. 
These category systems then were confirmed by using Multiple Scalogram Analysis 
(MSA). The strength of the MSA is that “it only deals with each response as a 
categorical one comparing the categories with each other. No order is assumed between 
the various categories, nor is any similarity of meaning assigned to the categories for 
each of the variables.” (Canter et a l, 1985, p.97-98).
The length of time participants were willing to categorise these cards varied from 1 hour 
up to a maximum of two and half hours.
The results obtained from the interview sessions and the card sorting procedures are 
presented in the Results section (Chapter 4.2) and discussed in more detail in the 
Discussion (Chapter 4.3).
4.2 Qualitative Results
4.2 Results
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Twenty participants took part in the interview research. These participants came from 8 
junior high schools in Taiwan (2 from each area of Taiwan), 4 tutor-teachers were taken 
from Taipei (capital), 6 from northern Taiwan, 4 from central Taiwan, and 4 from 
southern Taiwan. The age range of participants was between 25 to 47 years of age (M = 
34, SD = 6.00 years). The range relating to number of years as a tutor-teacher was 
between 2 to 20 years (M = 8.16, SD = 5.34 years). Eight of the participants taking part 
were male and 12 female. Fifteen of the participants were married, 4 of them had one 
child, 5 of them had two children, and 1 of them had three children.
Eleven participants took part in the Multiple Sorting Procedure part of the study. Two 
of the participants were male and 9 female. Nine of the participants in the MSP were 
Taiwanese MSc students, 2 were Taiwanese Ph.D. students at the University of Surrey 
and one participant was a British female whose results were not analysed but used to 
confirm that the English and Chinese phrases used on the cards meant the same.
Content analysis (Krippendorff, 1980) was used to analyse both the interview and MSP 
data. Weber’s (1990) suggested procedure was used for this analysis. He suggested 
that there should be two steps for doing content analysis; firstly the researchers have to 
define the coding units according to their research interest, and then these codes should 
be classified to simplify the research findings. He suggested that the coding of units 
could be defined by “word”, “theme”, “item”, “character”, or “time and space”. Holsti 
(1963, in Weber, 1990, p.22) defined a “theme” as a unit of text “having no more than 
one each of the following elements: (1) the perceiver, (2) the perceived or agent of 
action, (3) the action, (4) the target of the action”. The advantage of this type of coding 
unit is that it preserves important information and provides a means of distinguishing 
between the sentence and the assertion. Carney (1972), in contrast, suggested that there 
were no rules for forming categories but the classifications must be relevant to the 
questions being asked and cover the whole range of issues pertinent to the inquiry.
In this research coding units were defined to follow certain themes such as,
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tutor-teachers’ job content, job related stressful events and their stress coping modes. 
MSPs were used to simplify the findings where necessary.
Where MSPs were used to analyse certain themes in more detail Multiple Scalogram 
Analysis (MSA) was also used to provide a visual representation of the category and 
subgroups that were identified. The MSA produces a scatter plot where cards are 
represented as points. Cards that have been often conceptualized in the same way and 
have been put into the same group are plotted close together. With this method spatial 
proximity is equated with conceptual similarity and conversely difference (i.e. when 
cards have been put in different groups) is represented by distance. Partition lines were 
then drawn on the plot to indicate the groups of cards that were generally seen in the 
same way. This helps to determine the nature of the similarities and differences and 
label the partitioned regions accordingly. This technique was not used for categories 
that contained only a few codes.
A coefficient of contiguity has to be provided to indicate that the degree of distortion 
between the data and its representation is not unacceptable. A coefficient of contiguity 
of 0.9 is generally considered to be acceptable. The coefficients of contiguity for the 
scalograms in this research were above 0.9 and figures of these results can be found in 
Appendix 19 Figure 3-5.
4.2.1 Results from the Interviews
Verbatim transcriptions of the interviews were produced by the researcher from 
recorded-interview tapes these were then coded twice, once by the researcher and a 
second time by a Taiwanese person not involved with the research.
The researcher and second rater coded the interviews separately. The researcher then 
gave her ‘coding units list’ to the second rater for comparative purposes to see if  she 
coded the interviews into the same coding units. Repetitive codes or situations 
described by participants were eliminated, to allow for categorisation and to reduce the 
number of codes to be used in the Multiple Sorting Procedure (MSP). The codes used 
for the interview results can be found in Appendix 2.
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As part of the coding procedure, both the researcher and independent rater also counted 
the frequency with which a code was used. To develop a detailed job description of, 
only codes reported by more than 50% of participants were included (Appendix 5) 
because it was felt that these codes were most representative of the tutor-teacher’s job. 
To develop an understanding of the potential stressors faced by tutor-teachers all 
stressors reported by participants, even if just one participant reported them, were 
included on the coding list.
This data was then categorised by the researcher and the independent rater, 
independently. The data was categorised by grouping together codes whose meaning 
was similar. Once this was completed the researcher compared the results.
Inter-rater reliability checks were carried out on the analysis to check the assignment of 
codes to extracts. This technique is known as “analyst triangulation” and was used to 
verify the quality of the codes by using multiple analysts’ views of the findings (Patton, 
1990.) If any differences were found the researcher discussed these with the 
independent rater and, if necessary, a better category system was found for these data. 
Cohen’s Kappa was also used to check the inter-rater reliability. A result of 89.2% 
inter-rater reliability was recorded which means that 89.2% of the codes coded by the 
assistant were coded into the same category as that chosen by the researcher. This was 
regarded as a high level of reliability. After the discussion, both raters agreed to use the 
codes and classification system listed in Appendix 2.
This phase of research aimed to investigate three issues relating to the experiences of 
tutor-teachers in Taiwan. Issue one was to examine how junior high school 
tutor-teachers perceived the contents of their job to enable the production of a job 
description; issue two, examined the potential stressors faced by tutor-teachers that 
require considerable efforts to overcome and issue three examined how tutor teachers 
cope with their job-related problems. The interview data obtained was analysed to 
examine each of these issues separately. Examples of data obtained from the interviews 
are listed in Appendix 20.
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ISSUE ONE-Job Content: leading to the drafting of a Job-Description 
for Tutor-teachers
The interview was firstly analysed to establish the job content and working conditions 
experienced by tutor-teachers in Taiwan. For this only codes reported by more than 
50% of participants were included in the job description because it was felt that these 
codes were most representative of the tutor-teacher’s job. Thirty-five codes were 
identified which were further analysed into five themes: “job context”, “job summary”, 
“job content”, “working conditions” and “performance standards”. These were used to 
form the basis of a job description for tutor-teachers (Appendix 5).
The “job context” theme contained statements that described the required level of 
education for being a tutor-teacher (Appendix 5). The “job summary” theme provided a 
general description of what the job of tutor-teacher might involve such as “looking after 
the welfare and educational needs of a class”, “teaching one subject per week to two or 
three classes” and “maintaining contact with students’ parents” (Appendix 5).
The “job content” theme contained 5 sub-categories, “weekly job”, “regular activities”, 
“students’ welfare issues”, “involvement with students’ parents” and “administrative 
issues”. Details of these sub-categories can be seen in Table 4.2.1 (see overleaf).
From this analysis it would appear that tutor-teachers, in addition to their basic teaching 
duties, spend a significant amount of time dealing with other issues relating to student 
welfare, behaviour etc.
4.2 Qualitative Results
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JOB CONTENT Codes
Weekly Job
(3 codes)
• 12 hours actual teaching per week
• Checking students’ “weekly home book”
• Holding formal weekly meetings with class
Regular Activities
(3 codes)
• Arranging exam times
• Checking students’ “daily home book”
• Encouraging the climate of class
Student Welfare 
Issues
(6 codes)
• Helping students sort out academic problems
• Helping students to sort out their interpersonal 
problems
• Helping students with psychological problems
• Helping students to sort out their behavioural 
problems
• Referring the student to the office of the dean of 
students
• Referring students to the school counsellor
Involvement with 
Pupils’ Parents
(3 codes)
» Maintaining contact with students parents
• Check every student’s Daily Contact Book
• Writing feedback on student’s Daily Contact Book
Liaison with
Administrative
Departments
(3 codes)
• Liaising with Discipline Department for pupil 
discipline problems.
e Liaising with Study Department for all of teaching 
affairs.
• Liaising with Financial department for financial 
matter.
The next theme identified in the interview analysis described the working conditions of 
tutor-teachers. There were three sub-categories in this theme (“physical conditions”, 
“working hours”, and “economic conditions”) (Table 4.2.2, see overleaf)
From this analysis it can be seen that tutor-teachers are expected to work long hours 
including time during the weekends. They work with large classes but have little 
private space in which to work. The performance of the tutor-teachers appears to be 
evaluated on a number of levels including how they relate to pupils and pupils’ parents 
as well as how their class performs.
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Table 4.2.2 Codes of Working Conditions
Working
Conditions
Codes
Physical Conditions
(3 codes)
• Large class sizes (approx. 50 pupils)
• Lack of personal office space (sharing with others little 
privacy)
• Relatively poor pay (approx. £1,000 per month + 
discretionary annual bonus from government)
Working Hours
(5 codes)
Hours of work:
7am -  7pm Monday to Friday; 07.20am -  12pm on 
alternative Saturdays; with occasional Sunday working
•  M O R N IN G : split into several units involving supervision of 
student self study, book marking and lesson preparation, exam 
preparation administration etc.
•  L U N C H T IM E : Half an hour for lunch: half an hour of 
“Nap” time (happens in all Taiwanese schools.
• A F T E R N O O N  : 1pm and 4pm tutor-teachers were involved 
in either teaching, or course preparation, or administrative work 
etc. similar to the morning duties.
• From 4pm to 6pm tutor-teachers were involved in 
supervising students during self study time or hold 
examinations etc.
• SATURDAYS: Alternate Saturday working involving 
teaching; weekly meetings with both the school authorities and 
students.
• SUNDAYS: Occasional Sunday work to supervise pupil self 
study time.
Performance 
standards (3 codes)
Evaluated on 3 standards:
• The climate of class
• Relations with students
• Relations with students parents
Another issue relating to working conditions that was identified during the interviews 
concerns the inter-personal relations between teachers. There did not appear to be any 
great team spirit between teachers in Taiwanese schools. Tutor-teachers described their 
jobs as very individualistic and felt that they did not have any responsibility to their 
colleagues. The only interaction between tutor-teachers and their colleagues was on 
sharing teaching experience or discussing problems about particular pupils.
Prior to this research there was no recorded job description for tutor-teachers in Taiwan. 
A standard job-description for a teacher would not have identified the amount of time 
spent on issues other than basic teaching. It was therefore necessary to complete this 
procedure before further elements of this research project could be undertaken. The job
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description provides a much clearer and less ambiguous description of the role of junior 
high school tutor-teachers in Taiwan than was previously available.
ISSUE TWO -  Job satisfaction and dissatisfaction and other potential 
stressors faced by tutor-teachers
The second area of interest investigated via the interview procedure concerns the 
job-related issues reported by participants that contribute to job satisfaction and 
dissatisfaction. In addition to these issues other potential stressors faced by 
tutor-teachers, specifically Work/Home Conflict, Organisational issues, Working 
Environment and Interpersonal relations were identified. This data highlights problems 
caused by the job of tutor-teachers to their private life or vice versa, problems caused by 
organisational issues of the school and school environment, and interpersonal problems.
(A) Job Satisfaction
Five key codes were identified from the interview data that related to job satisfaction 
(Table 4.2.3). The figures in brackets reflect the number of participants from the whole 
sample that mentioned that this issue was important to them.
Table 4.2.3 Job Satisfaction Codes
Codes
Job Satisfaction
(5 codes)
• Positive feedback from pupils (20/20)
• Pupils remember me in the future (18/20)
• Pupils sticking to social norms (16/20)
• Positive influence on pupil (10/20)
• Pupil’s academic results (12/20)
“Positive feedback from pupils” appeared to be the most satisfying event for 
tutor-teachers in this research. All participants shared this view. Being remembered by 
pupils in the future and having well behaved pupils, represented by the codes “pupils 
remember me in the future” and “pupils sticking to social norms” were also reported as 
major aspects of job satisfaction.
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(B) Job Dissatisfaction
Thirteen common codes were reported as factors that could lead to job dissatisfaction. 
These codes were divided into three main areas: pupil-related, organisational- related, 
and society-related.
The pupil-related issue contained 4 codes (Table 4.2.4)
Table 4.2.4 Pupil-related Job Dissatisfaction Codes
Codes
Pupil related 
issues
(4 codes)
• Having to take responsibility for pupils’ academic 
achievement and conduct (14/20)
• Lack of support from parents (10/20)
• Lack of support from pupils (8/20)
• Incompatible/conflicting demands on teacher (5/20)
“Having to take responsibility for pupils’ academic achievement and conduct” was 
described by participants as a major source of dissatisfaction in their job (14/20).
The second area of job dissatisfaction identified in the interviews relates to societal 
issues in Taiwan. This area was made up of 3 codes (Table 4.2.5).
Table 4.2.5 Social Issues Job Dissatisfaction Codes
Codes
Societal Issues
(3 codes)
• Unreasonable social expectations (20/20)
“Teachers are not allowed to make any mistakes in this society. But no one is 
perfect, it is not possible to do everything right. I f  we make any mistake, this 
society will blame us like we make a big problem... This makes me fee l that I  
need to be very careful o f  my behaviour everywhere, especially the place  
people may know I  am a teacher...” (Participant 12)
• Status of profession in society (18/20)
• Constraining code of dress and behaviour ( 10/20)
There is little in western research to suggest that teachers in Western cultures face the 
same sort of pressure in this issue.
Six codes (Table 4.2.6, see overleaf) were identified that related to dissatisfaction due to 
organisational issues. “Quality and quantity of work load”, “long working hours”, and
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“inadequate salary” were reported by most of the participants.
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Table 4.2.6 Organisational Issues Job Dissatisfaction Codes
Codes
Organisational issues
(6 codes)
•  Quality and quantity of work-load
• Too much homework to mark (20 /20)
• Too many exams to mark (20 /20)
• Spending lots of time on Homework Diary (19 /20)
• Too many trivial things have to be dealing with (20 /20 )
•  Too many administration work have to do (20 /20)
•  Long Working Hours (20/20)
I have to work not only from 7:00am to 7:00pm but also on Sunday and 
bank holiday. I  do not want to do this, but students are too lazy, i f  I  do not 
watch them, they would not study hard... The long-term long working 
hours makes me feel so tired but I  still have to do this...” (Participant 12)
• Inadequate S alary ( 18/20)
“...my effort and reward are unequal, our working hours are much 
longer than others, our jo b  is overloaded more than other jobs, but our 
wage is lower than other occupations...” (Participant 3)
•  Lack of support from administration (9/20)
• Inadequacies of school equipment (7/20)
• Lower job achievement (5/20)
(C) Interpersonal Relations
A  key source of potential job-related stressors identified from the interview data 
appears to concern problems with interpersonal relations. Sixty-one codes were 
identified relating to this issue. Multiple Sorting Procedures (MSP) were used by the 
researcher and her assistant to group the codes into more understandable categories. A 
second series of MSPs were conducted using the 10 independent participants to confirm 
the categories set up by the researcher and her assistant. The participants were asked to 
sort these cards as many times and into as many groups as they felt appropriate. As a 
result all of the participants sorted each group of cards with various times range from 
one time to three times using different criteria.
A cross-case content analysis was conducted on the categorised data by comparing the 
number of times they were categorised into the same group by different participants. To 
do this, the card number was listed on a sheet of paper in the horizontal line and
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repeated several times on the vertical line. The number was then circled on the same 
horizontal line when the cards were grouped into the same group, case by case to record 
all of the reports by participants. This approach allows the tendency of groups to be 
found by counting the frequency with which each card is grouped into the same group. 
If a particular card is classified into the same group by different participants more than 
50% of the time it is decided that that card should be confirmed as a member of that 
particular category.
For example, for problems related to “pupils’ behaviour and well-being”, card 11, 12, 
24 were sorted into the same category more than 8 times, and card 30 was sorted into the 
same group 5 times. As a further step, after the grouping procedure, the researcher used 
the “analyst triangulation” again and discussed these groupings with another Taiwanese 
PhD student in psychology department in Cambridge University in the UK to confirm 
and reduce the categories further by putting the related groups into a category. 
Thirty-four codes identified from the interview data related to problems with “pupils”, 
23 codes related to “pupils’ parents” and 3 codes related to “colleagues”,
Problems related to pupils’ behaviour and well-being
Thirty-four codes were allocated to this category. These were difficult to objectively 
categorise, so a Multiple Sorting Procedure (MSP) was used to identify the categories 
more clearly. The MSP was analysed using content analysis and a Multiple Scalogram 
Analysis (MSA). The MSA results are shown in Figure 4.2.1 (see overleaf). In this 
figure the solid line represents the main category and the dotted line represents a 
subcategory grouping.
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Against School Rules
Staying Away 
7 School/Truancy
"B'ad Behaviour 20 25 
Toward Teacher 8
Pupils’ Academic 
Problems
Difficult Pupils
Difficult Classes
Inter-pupil Problems
Unpredictable 
Things Happening 
to Pupils
Figure 4.2.1 Free Multiple Card Sorting Results on pupils’ behaviour 
and well-being related problems
MSA plots are used to provide a visual representation of the similarity and difference 
between items. The card plots show what characteristics each of the cards possess 
and their position on the overall plot demonstrates how two items are similar or 
different.
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By comparing each card plot to the overall plot it can be seen that some cards are more 
closely related than others. For example, cards 2, 28, 33 seem to be relatively close to 
each other but far from others when compared to the overall plot. Although 29 is 
somewhat separated it is still closer to the other cards than to anything else. These cards 
were therefore partitioned into their own region to represent inter-pupil problems.
Cards 11, 12,24 form a second group representing problems related to the whole class, 
so this group was called “difficult classes”. Cards 3, 4, 13, 17, 27, 34 relate to pupils’ 
academic problems. Card 23 was not similar in meaning to any of the items nearby so 
was treated as a single category, “unpredictable things happening to pupils”. The 
remaining 20 were all closely related and were therefore gathered into a group named 
“pupils’ misbehaviour”.
Within this group there appeared to be a number of smaller clusters of cards, these were 
divided to represent sub-categories of the larger grouping each containing a different 
type of pupil misbehaviour problem- “bad behaviour toward teacher”, “ against school 
rules”, “staying away school/truancy” and “difficult pupils”. These types of problem 
all described behavioural problems towards school, teachers, other pupils, and even 
some more general social problems. The “bad behaviour toward teacher” sub-group 
contained 6 cards, behaviour “against school rules” sub-group contained 6 cards. The 
“staying away school/truancy” sub-group contained 6 cards and the “difficult pupils” 
sub group contained 2 groups. The cards relating to each category of pupil-related 
problems are displayed in Table 4.2.7 (see overleaf).
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Table 4.2.7 Cards contained within each category of “pupils’ 
behaviour and well-being related problems”
Group Cards
Group 1 : “Inter-pupil problems” 2. Inter-pupil problems
28. Pupil’s love affair (e.g. Familiarity, hug)
29. Having bad friends
33. Female pupil (more sensitive and troublesome)
Group 2: “Unpredictable things 
Happening to pupils”
23. Unpredictable (e.g. accident)
Group 3: “Pupils’ academic 
Problems”
3. Poor exam results
4. Lack of progress
13. Poor motivated pupils
17. Not doing homework frequently
27. Misbehaving on exam
34. Low academic ability’s pupil
Group 4: “Difficult classes” 11. Mixed ability classes
12. Taking over other tutor’s class 
24. Difficult classes
Group 5: “Pupils’ misbehaviour” 
Sub-group 1 : “Bad behaviour toward 
teacher”
Sub-group 2: “Against school rules”
Sub-group 3: “Staying away 
school/truancy” 
Sub-group 4: “Difficult pupils”
8. Disobedience 
16. Cheeky
18. Answering-back
19. Lying
20. Bad attitude to teacher
25. Threatening teacher
5. Extorting money
6. Fight
9. Drug taking
21. Stealing things
22. Going to casino
26. Smoking
7. Truancy
15. Leave home 
1. Disruptive pupils
10. Individual pupils who continually misbehave 
14. Pupil returning school after a period of absence
30. Lack of support from pupils
31. Difficult pupil
32. Spoiled pupil
Problems related to pupils’ parents
Twenty-three codes (Appendix 2) were extracted in this category. An MSA plot was 
also used to represent the cards contained within this overall group. The MSA results 
for this category can be found in Figure 4.2.2 (see overleaf). In this figure the solid line 
represents the main category and the dotted line represents a subcategory grouping.
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Figure 4.2.2 Free Multiple Card Sorting Results on pupils’ parents 
related problems
In Figure 4.2.2 comparing the individual card plots to the overall plot shows that the 
cards in this group seem to be partitioned into three sub groups. Similar results 
were found by comparing the mean of each card plot in the three groups. These 
groups were given names that represent the issues they relate to: “family issues”, 
“parenting skill issues”, and “self-opinionated parents”. Table 4.2.8 (see overleaf) 
presents the cards of each category of parent-related problems.
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Table 4.2.8 Cards included in each category of “pupil’s 
parents-related problems”
Group Cards
Group 1: “Family issues”
Sub-group 1 “Dysfunctional families”
Sub-group 2: “Unconventional 
families”
5.Be raised by grandparents 
11 .Dysfunctional family (e.g. Busy parents; love affair)
15.Mental ill’s parent 
lô.Quarrelsome parents
17.Parents’ occupation (e.g. Criminal, prostitute, or jobless)
IS.Too poor to look after their child
lO.Divorced
21.Single parent
23.Separated
Group 2: “Parenting skill issues” 
Sub-group 1 : “lack o f parenting skilF
Sub-group 2: “Not willing to take 
Parental responsibility” 
Sub-group 3: “Over indulged pupiF
1 .Couldn’t manage the child 
20.Lack of parenting skills 
22. Let child run wild
19.Not willing to take parental responsibility 
2.Spoiling their child
3.Parents thought their child is always right
4.Giving too much pocket money to child
Groun 3: “Self-opinionated parents” 6.Lack of support from parents to teacher
T.Parents interfere too much on the ways teacher manage and
teaching the form
8.Too many argument to teacher
9.Improper notion (e.g. exam result is the most important thing 
than others)
12.Misunderstanding between teacher and parents
13.Parents who are very difficult to communicate with 
M.Parents who are self-opinionated
Subtle differences were found within the family issues sub-group, so this was 
subdivided into two additional sub-groups including “dysfunctional families” (6 item 
plots) and those related to “unconventional families” (item 10, 21, 23). Comments 
made by participants suggest that with dysfunctional families, parents do not tend pay 
enough attention to their children because of, for example, parental mental illness, or 
because they are just too busy. With unconventional families, participants’ comments 
suggest that children from these situations might have problems at school caused by 
parents’ marriage arrangements.
“Self-opinionated parents” (7 cards) and “Parenting skills issues” (7 cards) both 
produce similar amounts of potential job stressors. The “self-opinionated parents” 
category relates to situations where parents believe they know what is best for their 
children and are not willing to accept opinions of the tutor-teachers when they
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contradict their own beliefs. The “Parenting skill issues” category can be divided into 3 
sub-groups of problems on the basis of their meaning. Cards associated with “lack of 
parenting skill” (item 1, 20, 22) were linked together. The card “not willing to take 
parental responsibility” (item 19) stood alone for other groupings as a distinct issue, and 
problems associated with parents of “over indulged pupils” linked three cards together 
(item 2, 3, 4).
Comments from participants suggest that problems associated with “lack of parenting 
skill” mostly stem from parents, who had received a lower level of education 
themselves, not knowing how to manage their children. The problems associated with 
parents “not willing to take parental responsibility” were generally associated with 
parents who had the ability to manage their children but chose not to because they were 
too busy with other things. The third sub-group of problems in the Parenting Skill 
Issues Category related to problems caused by the parents of “over indulged pupils’” (3 
cards). In this sub-group problems were caused by parents having given their children 
too much freedom at home, which meant that any behaviour was acceptable, and the 
parents would not accept that problems existed when reported to them by the teacher.
Problems related to colleagues
Three codes were identified relating to problems with colleagues (Table 4.2.9). The 
figures in brackets reflect the number of participants from the whole sample that 
mentioned that this issue was important to them.
Table 4.2.9 “Problems with colleagues” Codes
Codes
Problems
with
Colleagues
(3 codes)
“Lack of support and help from colleagues, when dealing with pupils’ 
problems or academic problems” (8/20)
“Colleagues who have different ideas about what I should do” (5/20)
“Poor communication between colleagues” (15/20)
“...Only four tutors in an office, each office was allocated on different levels and in 
different buildings. It is hard to see other tutors except those who are in the same 
office with me, not to mention communicating with them.” (Participant 3)
Participants reported “Poor communication between colleagues” as a key problem 
related to colleagues.
4.2 Qualitative Results 111
(D ) Work and Home Conflict
Another major source of potential job stress relates to work/home conflict. Unlike 
teachers in western cultures, none of the tutor-teachers believed that their private life 
influenced their jobs, but all believed that their jobs contributed a great deal to conflict 
in their personal life. Eleven codes were identified from the interview data (Table 
4.2.10).
Table 4.2.10 “Work/Home conflict” Codes
Codes
Work/Home Conflict
(11 codes)
• Emotional transfer between work and home 
situations (20/20)
“ ...sometimes I  am too angry to calm down before I go home. I  give my 
family a bad-face when la m  really angry with pupils. I  know I  should not 
treat them like this, but I  can’t help myself.” (Participant 20)
•  Do not want to talk to anyone at home (18/20)
li...after I  finish one day’s job, I do not want to talk to anyone at home 
because I  talk too much at school. I  feel so tired and so exhausted after 
working a day * • •” (Participant 16)
• Having to ring parents at night (14/20)
•  Parents ring teacher at late night wanting to have a 
long conversation (12/20)
• Couldn’t finish work at school so have to mark 
pupils’ exam or homework at home (20/20)
have to mark pupils ’ exam, homework, etc. I  do not have enough 
time to finish them at school, so I  have to take them to home to finish. 
...Some pupils’ parents are too busy or difficult to be contacted in the 
day-time, I  have to contact them at night. Some pupils ’parents phone me 
at night. It is great to contact with them, to be friend with them but the 
problem is, sometimes their phone call takes me lots o f  time or they phone 
me at mid-night. I  do need private time but I  also want to keep good  
relationship with pupils ’ parent ■ (Participant 16)
•  Having to work at the weekend so can’t be together 
with family
•  Authoritarian style (outside school) (8/20)
•  Treating his/her own children as pupil (e.g. treating 
child as a junior high school student although they 
are younger than the age) (5/20)
•  Too tired to care his/her own children (6/20)
•  Too tired to deal with housework (4/20)
• Caring for pupils more than his/her own children 
(7/20)
“Emotional transfer between work and home situations”, “do not want to talk to anyone 
at home” and “couldn’t finish work at school so have to mark pupils’ exam or
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homework at home” were reported by most of the participants as troublesome events on 
their job.
(E) Organisation Related Problems
One other area in which tutor-teachers reported difficulties was related to problems of 
organisation. Eight organisation-related potential stressors were identified from the 
interview data, these were separated into two main categories: “bad man-management” 
and “bad working conditions” (Table 4.2.11). The figures in brackets reflect the 
number of participants from the whole sample that mentioned that this issue was 
important to them.
“Lack of understanding of difficulties from headmaster and administration” and all the 
three problems related to the bad working conditions, which were also described as 
organisation-related sources of job-dissatisfaction, were reported by all of the 
participants as the stressful events at job.
Table 4.2.11 Codes of “organisation related problems”
Codes
Bad man-management
(5 codes)
• Lack of understanding of difficulties from 
headmaster and administration (20/20)
• Lack of support from headmaster and 
administration (19/20)
• Poor communication between teachers and 
administration (20/20)
• Poor administration (13/20)
• Lack of effective consultation (5/20) (e.g.
shortage of school consultants)
Bad Working Conditions
(3 Codes)
• Inadequacies of salary (20/20)
• Quality and quantity of workload (20/20)
• Long Working Hours (20/20)
(F) Working Environmental Factors
The final job-related stressor issue identified from the interview data was the working 
environment in school. Two main problems were reported by participants “noise” and 
“shortage of facilities in school” (Table 4.2.12, see overleaf).
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Table 4.2.12 Codes of problems related to working environment
Codes
Noise (2 codes) • Noise in classroom (e.g. from fans, from traffic, from 
microphone, from athletic ground) (20/20)
“Noise from traffic on the road outside o f  school interferes with my
teaching even if  I use microphone. I know there is no other way to sort 
out the problem, the only thing I could do is speak louder, but this gives 
me a sore throat.’'' (Participant 1)
• Too noisy in the office (15/20)
“Noise in the office means I  cannot concentrate on what I  am doing, but I  
cannot stop them because they are doing their work.’” (Participant 18)
Shortage of facilities
(6 codes)
• Too hot in classroom (16/20)
• Big classes (20/20)
• Smelly (e.g. from lavatory, from outside of the 
school) (4/20)
• Shortage of equipment in classroom; (e.g. Dim light; 
leak) (9/20)
• Poor facilities (13/20)
• Do not have privacy in office (10/20)
“I am teaching physics, I  need certain things to help students understand
these physics theories but school does not offer these things. I  have to try 
my best to make them by myself or explain these theories carefully, but I  
do not think this is good for them because the pupils have to use their 
imaginations.” (Participant 4)
“Noise” in classrooms and offices was reported as a major source of teacher stress by 
most of participants. These noises came from different sources. In the classroom, the 
noise might be from fans or next-door’s teachers’ microphone or traffic outside of 
school. In the offices, noise was often from other colleagues, when they dealt with 
pupils’ problem in the office (e.g. reproaching pupils, charging pupils to do something 
for them...), or talk to others.
Participants identified six situations relating to “shortage of facilities in school”. One of 
the main complaints was that such problems led the tutor-teachers to have to spend 
more time at home preparing for teaching (for example, poor facility). “Having to teach 
large classes” was also a cause of stress.
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ISSUE THREE - Ways of Coping
The third area of interest to be investigated from the interview data was concerned 
with the techniques tutor-teachers use to cope with job stress. Thirty-six coping 
strategies were identified from the interview data. These were difficult to objectively 
categorise, so a Multiple Sorting Procedure (MSP) was used to identity the categories 
more clearly. The MSP was analysed by using content analysis and Multiple 
Scalogram Analysis (MSA). The MSA results can be found in Figure 4.2.3.
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Figure 4.2.3 Free Multiple Card Sorting Results on ways of coping
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By comparing each card plot to the overall plot in figure 4.2.3, several segments were 
identified. By comparing the mean of each card plot these plots were partitioned into 
seven different regions: “planful problem solving”, “self control”, “emotional 
suppression”, “emotional support”, “handing over to someone else”, “asking for help to 
deal with the problem”, and “getting the person in the position of responsibility to 
change his/her mind”. The last four regions seem share a similar concept, “seeking 
social support” so it was decided to put them into one category and treat the individual 
regions as subgroups. Within this grouping however, subtle similarities and differences 
could still be seen so a further grouping was made to distinguish between “emotional 
suppression” and “tangible support. Table 4.2.13 (see overleaf) lists the various cards 
related to these categories and sub-groups.
This analysis suggests that the majority of coping strategies used by tutor-teachers 
taking part in this phase of research reflect a “Seeking social support” approach. The 
“emotional support” sub-group included 5 cards (item 1 ,7 ,8 ,10 , and 27) that relate to 
situations where other people did not provide any actual help but helped the 
tutor-teachers’ calm down just by being there. The “Tangible support” sub-group 
includes situations where tutor-teachers seek out practical help to sort out their 
problems. Seventeen items were included in this sub-group which formed three distinct 
clusters. -  2 cards (item 16, 34) describe “handing over to someone else”, 5 cards 
describe “asking for help to deal with the problem”, and 10 cards describe “getting the 
person in the position of responsibility to change his/her mind”.
The second “Ways of Coping” category identified from the interview data relates to 
issues of “planful problem solving”, where tutor-teachers concentrate their actions 
directly towards solving the problem. Seven cards were included in the category such 
as “changing the ways of my teaching”.
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Table 4.2.13 Cards contained in each category on "ways of coping"
Groups Cards
GioudI: “Seekine social support” 
Sub-group 1: “Emotional support”
Sub-group 2: “Tangible support”
“Handing over to someone else”
“Asking for help to deal with the problem”
“Getting the person in the position of 
responsibility to change his/her mind”
1.Talking to other colleagues
7. Asking for support from spouse
8. Asking for support from pupil’s parents
10. Asking for support from colleagues
29. Talking to spouse
16. Referring pupil to school counsellor
34. Referring pupil to the discipline department
2. Asking for help from colleagues
9. Asking for help from pupil’s parents
21. Asking for help from pupil’s closest friend 
26. Asking for advice from colleagues
32. Asking for help from administration
3. Informing parents
11. Communicating with colleagues
15. Reporting to administration through the teaching staff
17. Reporting to administration
19. Communicating with pupil’s parents
22. Communicating with the whole form 
24. Communicating with the individual pupil
30. Visiting parents at home
3 1 . Open evening (parent-teacher evening)
33. Communicating with administration
Grouo 2: “Planful problem solving” 4. Educating parents
6. Setting Form Regulation (or class discipline)
13. Changing the ways of my teaching 
18. Caning pupil
20. Disciplinary sanctions (e.g. Bad Mark/Point)
25. Checking everybody’s schoolbag (in case they take 
knife, drugs, pornographic book...)
28. Sorting out the problem (direct coping)
Grouo 3: “Self control” 14. Crying
23. Having a walk or going to shopping 
5. Introspection 
36. Self-adaptation
Grouo 4: “Emotional Sunnression” 
Sub-group 3: “Accepting the situation”
Sub-group 4: “Ignoring the problem”
12. Acquiescence (toleration)
27. Ignoring it 
35. Forgetting it
The third “Ways of Coping” category identified from the interview data relates to issues 
of “self control” where tutor-teachers try their best to regulate their feelings or spend 
time analysing the problem and modify their feelings or thoughts so that the situation is 
no longer perceived as a problem. Cards included in this category suggest that some 
tutor-teachers did not deal with their problems directly, but diverted their attention to
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something else to make themselves feel better, hoping that some change would occur on 
its own. Four cards were identified in this category: “crying”, “having a walk or going 
to shopping”, “introspection”, and “self-adaptation”.
The final “Ways of Coping” category identified from the interview data relates to 
“Emotional Suppression”, which appears to involve two types of strategy—“accepting 
the situation” with one card (item 12) and “ignoring the problem” with 2 cards (item 
27and 35). This strategy appears to have been used when participants felt they could 
not influence the problem in any way. “Accepting the situation” occurs when the 
tutor-teacher acquiesces or tolerates the problem. “Ignoring the problem” involves just 
trying to ignore or forget troublesome situations.
The findings outlined in this chapter are discussed in more detail in Chapter 4.3.
4.3 Qualitative Discussion
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The interview data provided the substance for the production of a detailed job 
description for junior high school tutor-teachers. At first glance there are many 
similarities between the job description of a tutor-teacher in Taiwan and teachers in 
other countries. All teachers appear to teach, give out and mark homework, help 
pupils with academic problems, and prepare for exams (data obtained from the 
website of National Union Teachers). However, on closer inspection it would appear 
that, in addition to the time spent actually teaching, tutor-teachers have many more 
duties that involve dealing with student welfare issues, basing with parents and 
dealing with other disciplinary and administrative issues relating to their pupils and 
the school on a daily basis than classroom teachers in secondary schools. These duties 
are much less well defined than basic teaching duties and focus on issues that are 
recognised as psychological aspects of teacher stress Kyriacou & Sutcliffe (1978a).
In Western schools much of the term time is spent preparing pupils to face exams, 
used to monitor progress, at the end of the term. As most schools now operate in a 
comprehensive system the results at the end of term/end of year do not determine 
which school children attend although it may have some bearing upon the classes they 
are in when they get to their high school. In Taiwan all pupils need to take entrance 
exams to obtain places in higher education, their performance in these exams 
determines the quality of school they attend. Only children who perform well can 
attend what is considered to be the “best” schools and this situation perpetuates itself 
in that only children who are in the best high schools and perform well can go to the 
“best” universities. It is the students from the “best” universities who get the most 
highly paid and prestigious jobs in Taiwan. There is therefore great pressure from 
parents and school authorities for each pupil to obtain the highest scores possible. It is 
the tutor-teacher’s responsibility to ensure that their pupils achieve the best marks and 
to make this happen tutor teachers can have to spend extra time in the evenings or at 
weekends to supervise students or set daily exams to monitor progress.
Using the UK education system as an example, classroom teachers might assign more
4.3 Qualitative Discussion 119
homework for students who are not performing well but their responsibility does not 
stretch to administering daily exams. Also, in general terms, although teachers in the 
UK do try to ensure that as many pupils as possible achieve as many good exam 
results as possible they are not held personally responsible for the performance of 
each child to the same extent as in Taiwan.
For many of the tutor-teachers involved in this research the burden of unrealistic 
social expectations, epitomised by the pressure to make sure that every pupil passes 
their exams, whether or not they had the capability, was a key source of job 
dissatisfaction and stress (Table 4.2.4).
The official working hours for teachers in the UK tend to be shorter than tutor- 
teachers (data obtained from the website of National Union Teachers). Although 
teachers in Western schools may be expected to be available for occasional parents’ 
evenings and after-school activities it is not part of their job description to work, 
teaching children at weekends. It is also not part of their job description to have to be 
available to deal with pupils’ parents on a daily basis throughout the evening and into 
the night. These two issues, according to the results of the interviews held with tutor- 
teachers in Taiwan are responsible for a great deal of their dissatisfaction and stress- 
related problems (Table 4.2.6 and Table 4.2.10)
4.3.1 Job-related Issues
Kyriacou & Sutcliffe (1978a) have identified two categories of potential stressors that 
are objective aspects of teachers’ job: psychological factors (e.g., demands for high- 
quality work, relationships with colleagues) and physical factors (e.g., dashing 
between work, noisy air-conditioning etc.) More recently Turk et a l (1982), Kuo 
(1990) and Kyriacou (2000) have described these aspects in more detail. They 
identified seven problem areas related to teacher stress: poor school environment, 
pupil misbehaviour, poor working conditions, personal concerns of the teacher, 
relationship with parents, time pressure and inadequacy of training. Tutor-teachers 
reported that all of these factors contributed to their job related stress experiences in 
this research.
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Physical factors appear to be caused by issues such as noise and shortage of facilities. 
As already mentioned, psychological factors appear to be related to: colleagues, 
pupils’ parents, and pupils. A major part of the tutor-teachers job appears to involve a 
great deal of interaction with these three classes of potential stressor, it is not 
surprising therefore to find that the majority of job-related stressors described by 
participants in this research related to these areas (Chapter 4.2 Issue Two).
Many of the issues raised by participants related to the lack of support they felt they 
had from colleagues and administrators within their schools. When dealing with 
difficult pupils or pupils’ parents tutor-teachers felt that they needed to know that they 
could rely on the cooperation and support of the school organisation and colleagues 
“Seeking Social Support” (emotional support and tangible support) has long been 
recognised as one of the most effective means of coping with stress (Griffith et a l, 
1999; Salo, 1995; Chan and Hui, 1995). This can take many forms: support from 
families; friends; colleagues etc and each type of support serve a different purpose. 
All participants in this research claimed to be using social support as a means of 
coping although many stated that they did not feel that they got much help or support 
from their colleagues etc. If the right kind of social support is not available, when 
needed, this can make the job much harder and can lead to serious levels of job 
dissatisfaction.
The need to maintain good relationships with pupils’ parents was also indicated by 
tutor-teachers in this research to be an important source of stress. Other researchers 
have also found relationships with pupils’ parents to be a problem area (e.g., Hawkins 
& Klas, 1997). For tutor-teachers this is made worse because of the high levels of 
interaction with pupils’ parents that they experience in their day-to-day work. Tutor- 
teachers found it difficult to communicate with parents who were not willing to take 
parental responsibility, who had over indulged their children, or who were very self- 
opinionated. Self-opinionated parents tended to believe that they knew what was best 
for their children and were not willing to accept the opinions of tutor-teachers that 
contradicted their own. This type of communication problem can be a major cause of 
stress. Cooper and Davies (1993) have reported that to reduce the stress experienced
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by teachers the level of support teachers received from pupils’ parents should be 
improved somehow. One approach suggested by Turk et al. (1982) was that 
communication training for teachers should be taken to foster a collaborative 
atmosphere between teachers and administrators and pupils’ parents.
Inevitably pupils were identified as the other main source of tutor-teachers stress. 
This factor has been identified by many teacher stressor researches (e.g., Cains & 
Brown, 1998; Kyriacou, 2000). Participants in this research described many pupil 
related issues that could act as potential stressors from family issues and background, 
to peer pressure, to poor academic achievements. Previous research has also found 
these to be key issues in teacher stress (Schuck, 1998), (Kloska and Ramasut, 1985 
and Kyriacou, 2000). To counter these types of issues it has again been suggested 
by researchers that a good support system is essential (Turk et a l, 1982 and Kyriacou, 
2000). They suggested that pupils’ parents should be provided with appropriate 
information about school policies and system limitations and whenever possible, 
parents should be involved in decision-making policies. This it was felt would help 
parents understand the approaches that teachers took and might help them to support 
decisions made much more.
One potential source of job dissatisfaction not widely reported in other studies of 
western schools relates to the unreasonableness of social expectations. In Taiwan the 
social class of “teacher” is fairly high. Their salary might not be high but they are 
respected by the society because of the Chinese traditional belief that a scholar is 
knowledgeable about everything and is a model for society and pupils in particular. 
There is a saying in Chinese that “To be the scholar is to be the top of society”. The 
high social expectations of “teachers” lead many tutor-teachers to experience pressure 
from society to perform and to set an example both in and out of school, whilst 
teaching and when off duty.
An example of the unreasonable social expectations in Taiwan is that society dictates 
that teachers and tutor-teachers in particular should not show emotions and let private 
problems interfere with their professional approach to work. Accordingly all 
participants reported that their private life did not have any influence on their work.
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In many Western studies such as Travers & Cooper (1996), it has been found that the 
home/work interface can often be a significant source of teacher stress. They 
suggested that the life of the teacher outside the work arena could affect teachers’ 
behaviour at work and vice versa. Stressful life events such as financial difficulties, 
pressure resulting from conflict between organisational and family demands, and 
conflicts between organisational and personal beliefs could all impact on the 
performance of teachers in their jobs.
Although participants did not report a home/work conflict they did report suffering 
many problems of emotional transfer from work to home. This included not wanting 
to talk to anyone after work, not being able to forget problems at work and bringing 
bad moods home and taking it out on their families. Participants recognised this as a 
problem and hoped to receive a training programme to help them to manage these 
problems more effectively.
4.3.2 Ways of Coping
Having established the main types of stressors faced by tutor-teachers in their daily 
lives the interview data was analysed to identify how tutor-teachers cope with the 
stressors they face. The interviews conducted for this phase of research identified four 
categories of coping strategies used by participants: seeking social support; planful 
problem solving; self control and emotional suppression. These were consistent with 
other teachers around the world although the extent to which they were used differs.
Seeking social support (emotional support and tangible support) and planful problem 
solving were reported by all of the participants as key stress coping strategies. These 
have also been identified by many researchers to be one of the most effective means 
of coping with stress (Griffith et a l, 1999; Salo, 1995; Chan and Hui, 1995).
For social support to be effective, however, it must come from the most appropriate 
source -  parents and families may be able to help to some extent but often they cannot 
truly appreciate the experiences face by the tutor-teachers. Although they can provide 
a sympathetic ear, the effectiveness of their support as a coping strategy may be
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limited. For social support to be a more effective tool to counter job related stress the 
support would need to come from other teachers and in this research at least, 
participants reported that they had little interaction with their colleagues at a 
supportive level. This highlights the importance of the issue raised by stress coping 
researchers (e.g., Scherer, et a l, 2000; van Dick & Wagner, 2001).
Of the two other coping strategies used, only 20% of participants reported using the 
coping strategy of “self control” in this research. This technique involves taking 
direct action on the person instead of addressing the source of stress, to reduce the 
impact of the source of stress on the person. Researchers have found “Self-Control” 
to be an important means of coping with stress because it involves individuals 
appraising their situation and coming to a better understanding of what can and can’t 
be done in a particular situation (Kyriacou, 1980, in Dunham 1989). This is an 
important skill for teachers to have because many of the potential stressors they face 
may be out of their control, an adjustment of feelings or thoughts about such situations 
could mean that the situation was no longer perceived as a problem that needs a 
solution. Participants in this study appear to be lacking this skill.
The transactional model of stress suggests that this type of coping strategy works on 
the basis of perception. Bringing about a change in how participants perceive this 
type of stressor may play a significant role in reducing the stress related to this type of 
problem. This provides support for the concept of using education and training to 
help address stress related problems rather than simply trying to remove the stressors 
from the equation.
Only 15% of participants in this research made use of the coping strategy “emotional 
suppression”. This strategy involved “acceptance of the situation” or “ignoring the 
problem” to make themselves feel better. This approach was considered to be the 
most ineffective way of coping with stress. Ingledew et a l (1996) indicated that 
social support (emotional support and tangible support) had beneficial effects on 
stress, whereas avoidance coping had a detrimental effect and was often related to 
burnout. Emotional suppression, as a coping technique, has been found in studies of 
teachers in Western Cultures. The fact that it did not appear to be prevalent among
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tutor-teachers in Taiwan might again reflect the social culture of this country where 
people were brought up to face their responsibilities whatever they might be so the 
thought of “disengagement” just did not occur amongst the majority of the population.
4.3.3 Assessment Of Research Techniques Used
Qualitative investigation techniques were used to conduct this study. This approach 
was chosen because it (a) more clearly expresses the subtlety of specific work 
contexts, (b) avoids the probability of over emphasising the importance of more 
traditional stressors, (c) accepts that the utility of constructs such as social expectation, 
overload lies in ability to describe rather than to define; and (d) emphasises that 
researchers should now be as concerned about “what is it that we are trying to 
measure” as they have been about simply relating stressors and coping strategies to 
stress. Initially basic content analysis was used to extract information gathered from 
the interviews. This involved the researcher and an independent rater coding 
responses and comparing their codes to identify any inconsistencies. Although this 
form of analysis can provide a basic classification of data it has been criticised for 
being too subjective and open to reflecting the bias of the raters. The MSP was used 
to make the category system more objective, and to provide independent rater 
reliability measures.
The participants used in the Multiple Sorting Procedure (MSP) were Taiwanese 
students in the University of Surrey, and although they all shared the same educational 
background and were believed to understand tutor-teacher’s situation, they were not 
tutor-teachers. This could be perceived as a limitation because the categories of 
stressors and ways of coping identified by the MSP might not accurately reflect the 
perceptions of tutor-teachers. On the other hand, the use of raters not immediately 
involved with the subject under investigation could provide further credence that the 
categories identified represent generally acknowledged concepts, particularly as many 
of the results were supported by other research conducted in this field.
There were large numbers of cards used for the MSP. Participants could have become 
bored with the sorting process that could have biased the results. To avoid this
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participants were told to stop when they no longer wanted to continue. In this 
research, most of the participants did one sorting only, two did two sortings and one 
did three. Although it could be argued that the sorts were not as thorough as they 
could have been, the purpose of this procedure was not to understand the personal 
meaning of each category but to develop a baseline classification system for this 
research objectively and to cover the whole range of issues pertinent to the inquiry, as 
such, it was decided that this weakness was acceptable.
Relying on qualitative data gathering techniques can be flawed in some situations 
because it may fail to identify all the important issues under investigation. Some 
issues may be considered too obvious or unimportant by participants and may not be 
mentioned. These may have been captured by more “objective” techniques. Without 
specific guidelines researchers can get side tracked by other issues and fail to capture 
the main points. This was avoided in this study by the use of interview guidelines.
4.3.4 The Next Phase - Developing the Quantitative 
Questionnaire
Having gathered sufficient data and developed a better understanding of the nature of 
the job of tutor teacher in Taiwan it became apparent that there were differences 
between tutor-teachers and teachers in Western countries, not necessarily in terms of 
substance (i.e. all teachers faced similar stressors) but in terms of emphasis. The job 
of tutor-teacher appears to focus more on problems caused by interpersonal 
relationships and societal pressures while other teachers’ problems appear to focus 
more on teaching issues such as problems brought about by poor resources, teaching 
conditions etc.
The main issues to be addressed by this research project as a whole is how often tutor- 
teachers experience certain kinds of stressors, how effectively they feel they manage 
their stress currently and whether they can be helped to manage it more effectively 
through education and training. General stress measures tend to focus on measuring 
how stressed individuals are, rather than how often they experience particular 
problems. This research wants to identify the type of stressors encountered most often
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and also identify where coping strategies are insufficient to manage the problems. 
Using this information a training programme was developed to help tutor-teachers as a 
whole reduce the impact of such stressors, thereby enhancing feelings of self-efficacy.
To do this it was decided to develop a series of questionnaires to continue with the 
research project. Three questionnaires were developed. The first measure, the 
“Tutor-teacher’s Job-related Stressors Questionnaire (TJSQ)”, consists of a list of 50 
potential job-related stressful situations identified from the interviews conducted in 
this first phase of research together with items from other research from both the UK 
and Taiwan felt to represent important issues in teacher stress (e.g., Kyriacou, 1980a, 
b, c; Turk et a l, 1982; Travers, 1996; Tsai, 1985; Kuo, 1989, 1990; Hwang & Cheng, 
1989; Lin, 1993; Mao, 1994). The second questionnaire was designed to examine the 
strategies used by tutor-teachers to cope with stressful situations. This tool was made 
up of 66 items from the “Ways of Coping Questionnaire” (WCQ) (Folkman & 
Lazarus, 1988, detail of the questionnaire see chapter 2) together with a number of 
coping strategies identified from the interview data. The third questionnaire relating 
to the need/desire for stress reduction programmes was designed to examine whether 
participants were aware of where their skills were lacking. This included descriptions 
of five different Stress Management Programmes that could be made available to tutor 
teachers in the future.
A detailed account of the methods including development of the questionnaires, 
results and discussion of the findings emanating from the use of these tools can be 
found in Chapter 5.
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CHAPTER 5. QUANTITATIVE PHASE
“ The Nature and Extent of Junior High School Tutor- 
teachers’ Stressors in Taiwan”
\
5.1 Quantitative Method
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The aim of this phase of research was to develop a series of questionnaire based tools to 
investigate the frequency with which tutor-teachers face certain types of stressor in their 
working environment and the coping strategies they use to manage their stress. These 
measures were also used to investigate the individual difference on the perceived 
frequency of stressors and stress coping strategies. The stressors and some of the 
coping strategies used in these questionnaires were identified from phase 1 of this 
research project. With these tools it was also hoped to be able to identify areas in which, 
if necessary, strategies could be taught to participants that would help them manage 
their stress better. A list of potential stress reduction programmes was provided as the 
third part of the questionnaire. These were used to investigate the type of training 
programme that participants might feel would be of most benefit to them.
The information resulting from this phase of research was used to determine the 
structure of a stress reduction programme to be used in phase three of this research 
project. This was used to investigate whether education and training could modify 
tutor-teachers’ perceived self-efficacy in dealing with stress and to investigate the 
moderating effects of personality traits on such a programme.
5.1.1 Questionnaire Design and Development
Three tools were developed for use in this phase of research: the “Tutor-teacher’s 
Job-related Stressor Questionnaire (TJSQ)”; the Ways o f Coping Questionnaire (WCQ; 
Folkman, & Lazarus, 1988) and a preferred Stress Management Programme 
questionnaire.
The “Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ)” was designed to 
investigate job related stress amongst tutor-teachers in Taiwan. The items used in this 
questionnaire were gathered from issues that emerged from the interviews conducted 
during the Qualitative phase of this study (Chapter 4). Other items used in this 
questionnaire represent some important issues identified from previous research in this 
area. These were included to ensure the production of a meaningful instrument.
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Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ):
The TJSQ aims to measure and compare the specific nature of situations that 
tutor-teachers find stressful at work. 50 potential job-related stressful situations 
identified from the interview data were included in this measure together with issues 
identified as important sources of teacher stress reported by other studies (Kyriacou, 
1980a, b, c; Turk et a i, 1982; Travers, 1996; Tsai, 1985; Kuo, 1989, 1990; Hwang & 
Cheng, 1989; Lin, 1993; Mao, 1994).
Respondents were asked to indicate, on 4-point scale, how often they were by each 
situation. They were asked to circle a number from 0 (Not Troubled) to 3 (Troubled 
Frequently). By ‘troubled’ it was meant how worried/anxious/upset/distressed the 
situation made them feel. Examples of items included in this questionnaire are ‘Lack of 
consensus on minimum standards’, and ‘Pupils who are not interested in studying’.
The TJSQ is made up of several sections covering different types of job stressors 
identified as important to tutor-teachers in the interviews held in phase 1 of this research 
project. There are four statements specifically related to job dissatisfaction (items 41 to 
44), seven statements relating to “problems related to organisation” (items 21-22,24-27) 
and four items relating to “quantitative and qualitative workload” and “long working 
hours” (items 1 to 4).
“Problems related to the working environment” were identified in the interviews as a 
major contributor to teacher stress in general. However, the type and frequency of 
stress experienced has been found to depend upon work place, this can differ from 
tutor-teacher to tutor-teacher and may also differ within the tutor-teacher depending 
upon the situation, so only the issue of “large classes” was included in this questionnaire 
(item 20) because it was an issue common to all tutor-teachers in Taiwan. All three 
statements identified relating to “problems related to colleagues” were included in the 
TJSQ (items 45-47).
Thirty-four statements were identified from the interview data relating to pupils. To 
reduce these to a manageable level it was decided that some of the statements described
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the same issue and an umbrella term was used to capture these statements. For example 
“difficult pupils” could be used to represent “pupils returning school after a period of 
absence”, and “spoiled pupils”. The statement “feeling insecure because of pupils’ bad 
attitude toward me” represents issues such as “being cheeky”, “answering back”, and 
“threatening teacher”. Using this method the 34 statements were reduced to 14 items 
(items 5-18) relating to pupils.
Twenty-three statements extracted from the interviews related to pupils’ parents. These 
were again reduced using umbrella terms so that only 9 items were included in the final 
TJSQ (items 10 and 28-36). For example, all of the statements in “dysfunctional 
families” (6 statements) and “unconventional families” (3 statements) were represented 
by the statement “trying to manage difficult pupils from unconventional families or 
dysfunctional families”.
The remaining items in the TJSQ (37-40 and 48-49) were issues identified as universal 
sources of teacher stress reported by (Kyriacou, 1980a, b, c; Turk et a l, 1982; Travers, 
1996; Tsai, 1985; Kuo, 1989, 1990), these were considered essential to be included into 
the TJSQ. The detail of the TJSQ is shown in Appendix 6 (English version) and 7 
(Chinese version).
Ways o f  Coping Questionnaire (WCQ):
The second questionnaire developed for use in this phase of research was the modified 
Ways o f Coping Questionnaire (WCQ; Folkman, & Lazarus, 1988). The aim of this 
questionnaire was to investigate the techniques participants used to cope with stress and 
also to identify skills that might be included in a stress management programme to help 
them deal with stress more effectively.
The original WCQ developed by Folkman and Lazarus consisted of 66 items that 
describe typical ways of coping used by people to deal with stress. The questionnaire to 
be used for this research project has been modified by the researcher to include methods 
specifically used by tutor-teachers that were identified in the earlier qualitative phase of 
this study (see Chapter 4).
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After modification 68-items were used in this questionnaire. The two strategies added 
by the researcher were “I tried to set class discipline and ask pupils follow it” and “I 
caned pupils or used disciplinary sanctions (e.g. bad mark)”. These were added to 
reflect techniques used by tutor-teachers in coping with stress at school that did not 
appear in the original questionnaire. An open-ended question was also included in the 
questionnaire. This asked participants to briefly describe a stressful event that 
happened to them within last few weeks. Participants were asked to indicate, on a 
4-point Likert scale, how frequently they used particular strategies to deal with this type 
of problem: from 0 {Does not apply or never used) to 3 {Used a great deal). Examples 
of items include ‘I changed or grew as a person’, and ‘I talked to someone about how I 
was feeling’.
Some of the meanings of items used in the original WCQ were not particularly clear to 
the researcher, so examples from the interview stage of this research project were added 
to the original WCQ to make the items clearer for tutor-teachers. For example, in item 3, 
“taking a walk or shopping” was added as an example of activity. “Talked to a 
colleague, friend or relative to find out more about the situation” was added to item 8 to 
make the question “I talk to someone” clearer. For item 19, “I told myself things that 
helped me feel better” which was identified as a strategy used by tutor-teachers in the 
interviews was used to clarify the statement “self-adaptation” for Taiwanese 
participants. For item 22, “I got professional help” was not clear so the statement 
“school counsellor, discipline department, and colleague” was added to make the 
question more specific to tutor-teachers.
“Crying” was added as an example in item 28, “I let my feelings out somehow”. 
“Administration and pupil’s parents” was used to make item 31, “I talked to someone 
who could do something concrete about the problem”, clearer for participants. Item 38, 
“I rediscovered what is important in life”, was a little confusing, so “work wasn’t the 
most important thing in life” was added to clarify this item. In item 56, “I changed 
something about myself’, it was considered that this statement covered a wide range of 
possible changes so “changing the ways of teaching” was added as an example and also 
to remind participants that the questionnaire aimed to ask about coping with job stress.
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The third set of questions used in this phase of research was questions about Stress 
Management Programmes. This section aimed to find out what type of programme 
participants perceived to be most likely to provide them with the most effective means 
of coping with stress in their working environment. This information was used to help 
decide the sort of intervention programme that might be needed to help junior high 
school tutor-teachers.
Five different stress management programme options were included in this section: 
“counselling skill training programme”, “communication skill training programme” 
“emotion management programme”, “anxiety management programme”, and “time 
management programme”. Participants were asked to indicate, on a 4-point Likert 
scale, “the extent you feel the programme will help” (0 “Will not help” to 3 “Will help a 
great deaF).
Two of the proposed Stress Reduction Programmes were suggested by 40% of 
participants taking part in the interview stage of this study (“counselling skill training 
programme” and “emotion management programme”). The other three Stress 
Management Programmes (“communication skill training programme”, “anxiety 
management programme”, and “time management programme”) were drawn from 
other research undertaken in this area (e.g. Carayon, 1993; Meichenbaum, 1985; 
Torrington & Hall, 1985). Turk et a l (1982) suggested that communication training for 
teachers could be a useful means to foster a collaborative atmosphere between teachers 
and administrators and pupils’ parents. Payne (1990) suggested teaching coping skills 
could help to reduce individuals’ anxiety about teaching. Because “time pressure” has 
been reported by researchers to be main stressor of teacher, Leach (1984) and Kyriacou 
(2000) suggested to teach individual how to schedule set times for their jobs, for 
example, “planning ahead and prioritising” and “devoting more time to particular 
tasks”.
The three questionnaires to be used in this phase of research were written in Chinese 
(Appendix 7), translated from English, because the participants were Chinese speaking 
Taiwanese tutor-teachers. An English version of the overall instrument is available in 
Appendix 6.
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To ensure that the statements in the three questionnaires held the same meaning for both 
Chinese and English participants, an English person was asked to explain the meaning 
of each statement to the researcher to ensure that the meaning of each English phrase 
meant the same thing as the Chinese version. Then the Chinese statements were shown 
to 2 Taiwanese MSc students and 3 Taiwanese PhD students in the University of Surrey 
to check that the meaning of these statements was clear.
5.1.2 Sampling Design
A stratified sampling method was used in this research. Stratified sampling is a 
modification of simple random sampling and systematic sampling designed to produce 
a more representative sample. The essence of stratification is the classification of the 
population into subpopulations, or strata, based on some supplementary information, 
and then the selection of separate samples from each of the strata (de Vans 1996; Moser 
& Kalton 1971). This approach allows the sampler to control sample sizes from each 
stratum. Also, a stratified sampling method produces simple estimates that are no less 
precise than those obtained from a simple random sample of the same size. The 
estimates are often more precise because the strata are internally homogeneous with 
regard to the survey variable under consideration.
Some researchers (e.g., Kyriacou, 1980) indicated that area (urban, suburban, rural) and 
size of school (large, middle, small) could influence teachers’ stress. As these effects 
were of interest in this research, these two variables were used as factors to divide the 
population into nine strata. The population density was used as the standard for 
classifying area types. Cities with population density more than 20,000 people/km2 
were categorised as urban, less than 10,000 people/km2 as rural, between 20,000 and 
10,000 people/km2 as suburban. The total number of classes in the school was another 
standard to distinguish size of the school. Based on the classifying system used in the 
Taiwan Education Bureau, a total number of classes of more than 62 indicates a large 
sized school, less than 40 indicates a small sized school, between 40 and 62 indicates a 
middle sized school. All of the junior high schools in the Taipei Region of Taiwan were 
allocated to one of these strata. Distribution of each stratum is displayed in Table 5.1.1. 
The total of these junior high schools is 144 (71 in Taipei City and 73 in Taipei County).
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Table 5.1.1 Distribution of junior high schools with location by size of 
school in Taipei Region in Taiwan
Location \ Size Large Middle Small Total
Urban No. School (No. tutor-teachers) 22 (2074) 10(518) 8 (257) 40(2849)
Suburban No. School (No. tutor-teachers) 23 (1999) 19(954) 21 (522) 63(3475)
Rural No. School (No. tutor-teachers) 8 (555) 10(517) 23 (419) 41 (1491)
Total No. School (No. tutor-teachers) 53 (4628) 39(1989) 52 (1198) 144 (7815)
5.1.3 Procedure
Pilot Research
The measures developed for this phase of research were presented in a six page, A4 size 
booklet. The first page of the booklet contained an introductory letter explaining what 
the research and questionnaire was about and asking participants to indicate their 
willingness to participate in the study. This was followed by a number of instructions 
on how to answer each of the three questionnaires: “Tutor-teacher’s Job-related 
Stressor Questionnaire (TJSQ)”, “Ways of Coping Questionnaire (WCQ)”, and “Stress 
Management Programme”. A number of questions related to demographic details were 
also asked; this included 4 personal questions (gender, age, marriage and years been a 
tutor-teacher) and 1 job demographic question (name of the school they work in). Each 
section starts with the necessary brief instructions about how to answer questions in that 
particular section.
The pilot questionnaire was administered to 45 participants. To test whether, when 
translated from English to Chinese, the items to be used in the questionnaires were free 
from misunderstandings.
A stratified sampling method was used to select participants for the pilot questionnaire. 
Each stratum comprised one school with five participants. The instruments were given 
to participants by the researcher in school during working time and were answered in 
their offices when convenient. The researcher waited in the office in case they wanted
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to ask questions. After they completed the questionnaire, they returned the instrument 
to the researcher and the researcher asked each of the participants about their feelings 
regarding understanding the questionnaire and its format to establish whether any 
modification should be made. The results of this pilot study were found to be successful 
and are discussed in more detail in Chapter 5.2.
M ain Questionnaire Research
To select participants for the main questionnaire research a proportionate stratified 
design with systematic sampling of every fifth school, starting with a random number 
between 1 to 5 within strata, was used. The random number was picked using a random 
number table and 37 junior high schools were chosen to participate. Chao-Yu Gau, the 
Chief Inspector of the Taipei Education Bureau, contacted each school involved in the 
research project and instructed them to cooperate with the research.
Each school was asked to select tutor-teachers who tutored the odd number class in each 
grade, for example, the tutor-teacher in charge of the fifth class of grade one. The 
distribution of the schools, together with the number of participants is shown in Table 
5.1.2.
Table 5.1.2 Distribution of schools in the Taipei Region of Taiwan by 
location and size of school used in the main questionnaire research
Location \ Size Large Middle Small Total
Urban No. School (Participants) 4(186) 3(78) 2(29) 9(293)
Suburban No. School (Participants) 5 (187) 5 (137) 6(77) 16(401)
Rural No. School (Participants) 3 (104) 2(52) 8(79) 12(231)
Total No. School (Participants) 12 (477) 10 (267) 15(181) 37 (925)
Large size schools still contributed more participants than small schools, in spite of 
modifications to the selection procedure, however further modification was not 
considered necessary because the proportions chosen were felt to be representative of 
the tutor-teacher population.
The main questionnaire was delivered to all those participating in May 1998 and the
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results are presented in Chapter 5.2. A request letter explaining the purpose of the 
research was sent to the headmaster of these schools with packages of questionnaires by 
Mr. Gau. An envelope was stapled with each questionnaire, so that the questionnaire 
could be returned anonymously back to headmaster of school and to the researcher for 
statistical analysis, the packages were collected by Mr. Gau one week later.
5.2 Quantitative Results
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The “Tutor-teacher’s Job-related Stress Questionnaire (TJSQ)” and “Ways of Coping 
Questionnaire (WCQ)”, were administered to participants to develop an understanding 
of how frequently they were troubled by certain stressful situations and the stress 
coping strategies they use to deal with stress. A third questionnaire was used to get 
participants to indicate their preferences regarding the type of stress reduction 
programme they might find helpful.
5.2.1 Pilot Research
Before the main study began, a pilot study was conducted to investigate whether, 
when translated from English to Chinese, the items used in the questionnaires were 
free from misunderstandings. Participants in the pilot research reported no difficulty 
in understanding the items in the questionnaire and no missing data was found in the 
research.
Forty-five questionnaires were distributed to nine junior high schools chosen from the 
strata list of junior high schools in the Taipei region in Taiwan. One respondent did 
not return the questionnaire. The response rate of the research was therefore 97.8% 
(44/45). The demographic Characteristics of participants are displayed in Appendix 
18, Table 1 &2.
Thirty females and fourteen males took part in the pilot study. This ratio is similar to 
the distribution of tutor-teacher gender reported from the Taiwan Education Bureau 
for the year 2000 (63.4% female). The majority (86.3%) of participants were aged 
between 25 and 44 years, and most (79.6%) had been tutor-teachers for less than 
fifteen years. The groups based upon age and years as a tutor-teacher showed a 
similar structure to those quoted in the Taiwan Education Bureau report except the 
group over 50 years old and working over 21 years was under-represented in this 
study. Previous research has suggested teachers with different levels of experience 
tend to report different degrees of stress (e.g., Turk et al,  1982). To try to capture this, 
participants in the pilot research were separated into groups with less than 2 years’
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experience and those with between 3-5 years’ experience.
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Item variances were used to check the degree to which participants’ responses 
converge/diverge. A small amount of item variance suggests that all participants 
respond in a very similar manner. This might suggest that questionnaire items being 
used either do not differentiate between individuals or that the participants are of the 
much the same opinion. At the opposite extreme, items with very large variances 
suggest that the participants responded differently to each other. This could imply that 
there was little or no common experience amongst them. Questionnaire items with 
either small or large item variances are not considered appropriate for developing an 
understanding of individual experiences because they do not differentiate between 
participants, so items that follow this pattern should be removed. Item variances for 
the TJSQ (measured using a 4-point Likert scale questionnaire) ranged between .35 to 
1.23 and for the WCQ (measured using a 4-point Likert scale questionnaire) variances 
ranged between .32 to .56. For the stress management programme questionnaire item 
variances ranged from .33 to .60 on the 4-point Likert scale.
These item variances are of an acceptable size and suggest that the questions used in 
the three questionnaires do reflect the experiences of most junior high school tutor- 
teachers in Taiwan and also capture differences amongst individual participants. It 
was concluded therefore that the instrument was appropriate for use with a larger 
number of participants in the main questionnaire study.
5.2.2 Main Questionnaire Research
The demographic characteristics of participants in the main questionnaire research are 
displayed in Appendix 18, Table 1 & 2.
Nine hundred and twenty five participants selected from 37 schools in the Taipei 
region in Taiwan took part in the main questionnaire study. Six hundred and 
seventeen participants completed and returned the questionnaires. The response rate 
was therefore 66.78% (617/925).
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The response rates for each area and size of schools were similar. 202 out of 293 
(68.9%) participants responded from schools in urban areas, 254 out of 401 (63.3%) 
from schools in suburban areas, and 161 out of 231 (69.7%) from schools in rural 
areas. Three hundred and twenty three out of 477 (67.7%) of the responses came from 
large schools, 164 out of 267 (61.4%) from middle size school, and 130 out of 181 
(71.8%) from small size schools.
68.1 % of respondents were female, 28.4% were male and 3.6% didn’t answer this 
question. Most participants were aged between 25 and 49 (60.7%). The majority of 
participants in this research have worked as a tutor-teacher for between 1 to 20 years 
(84.5%) most of them have worked 6 to 10 years (25.0 %).
The Governmental Report from the Taiwan Education Bureau (Appendix 18, Table 1) 
reports that most junior high school tutor-teachers are female (63.4%), from the 
responses given to the main questionnaire (68 .1%) of respondents in this study were 
women. The distribution of age in this research is similar to the Governmental Report 
(2000) except for the over 50 age-group. Only 6.5% of participants were over 50, this 
is less than the report in which 19.7% of tutor-teachers are over 50 years old. The 
distribution of inexperienced tutor-teachers in this study (below 2 years and 3-5 years) 
(32.4%) is much higher than the report (21 .8%) and fewer experienced tutor-teachers 
(more than 16 years) (6 .5%) participated in the study than were recorded in the report 
(37.8%).
“Ways of Coping Questionnaire (WCQ)”
The modified WCQ consisted of sixty-eight items. Apart from two items added from 
results of the qualitative study (Chapter 4), all of these items were translated from the 
Ways of Coping Questionnaire (WCQ) designed by Folkman & Lazarus (1988) 
(discussed in chapter 4.3). Some modifications had to be made to the examples used to 
illustrate items to make them more understandable for a Taiwanese subject population the 
underlying meaning of these changes were discussed with an English assistant to ensure 
that the essence of the questionnaire was not changed.
5.2 Quantitative Results 140
Factor Analysis with principle components analysis (PCA) was used to examine the 
structure of the WCQ. Folkman et al. (1986) and Tennen and Herzberger (1985) 
suggested that the unique factors from each study might be influenced by the subject 
population of that study, so persons using the WCQ should always conduct factor 
analyses for their own samples and use these results to determine subscales for coping 
items in the questionnaire”.
The numbers of factors was determined by the use of a scree test (Figure 2 in 
Appendix 18) and eigenvalues. The pattern matrix was examined to determine the 
number of variables that loaded on each factor, and to improve interpretability and 
scientific utility of the solution whenever more than one factor was extracted. If two 
or more variables were found to be highly correlated with a factor, say structural 
coefficients > ± .30, and relatively uncorrelated with other factors, the factor was 
interpreted as probably reliable. (Pu, 2000, p.305)
There seems to be no general consensus as to the best rotation method. In practice, 
the objective of all methods of rotation (orthogonal rotation and oblique rotation) is to 
simplify the rows and/or columns of the factor matrix to provide a more theoretically 
meaningful factor pattern (Hair et al, 1995). Oblique (Promax) rotations were 
employed for all the factor analyses in this research because the goals of this research 
were not only to reduce a large number of variables to a smaller set of variables, but 
also to obtain several theoretically meaningful factors or constructs. Also, there was 
no reason to assume that the potential stressors or ways of coping were not correlated. 
A third reason for using an oblique factor was because this type of rotation is thought 
to be a more desirable method because, according to Hair et al (1995), it is 
theoretically and empirically more realistic. The underlying dimensions are not 
assumed to be uncorrelated with each other. The clustering of variables are more 
accurately represented, since each rotated factor axis is now closer to the respective 
group of variables and the oblique solution provides us with information about the 
extent to which the factors are actually correlated with each other.
The minimum values of the factor’s structural coefficients to indicate significance 
vary according to the sample size. Hair et al (1998) suggests that if  a sample size is
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more than 350, only the items with factor’s structural coefficient greater than 0.3 are 
regarded as significant and are taken to explain the factors. There are 617 participants 
in this study, items exhibiting structural coefficients of less than ± .30 were regarded 
as non-salient and were excluded from future use.
Overall, in the factor analysis, twenty-four of the sixty-eight ways of coping were 
found to have a structural coefficient greater than 0.3 on the extracted four factors and 
were retained for use. They represent 55.88% of the variance of the items. The four- 
factor structure of this measure is described in more detail below. The results for the 
oblique rotated four-factor solution are shown in Table 5.2.1 (see overleaf).
The breakdown of factors produced by this procedure is similar to the category 
definitions for the Ways of Coping Questionnaire (WCQ) developed by Lazarus and 
Folkman (1988) (indicated on the end of each item in Table 5.2.1). However, four 
categories proposed by Lazarus & Folkman were not found in this research: 
conffontive coping, distancing, accepting responsibility, and escape-avoidance. The 
items that were excluded from analysis mainly belonged to these categories. Possible 
reasons for this anomaly will be discussed in the Chapter 5.3.
Latent Structure o f the Ways o f Coping Questionnaire (WCQ)
Using the definition adopted by Lazarus and Folkman (1988), Factor I (named 
“seeking social support”) could be seen as best describing two types of coping 
strategy: “seeking tangible support” and “seeking emotional support”. Five items 
were included in the strategy of “seeking tangible support”. These focus on asking for 
tangible help, advice or seeking information from others about a problem to sort out 
the problem (e.g., “I talked to someone who could do something concrete about the 
problem”). The “seeking emotional support” strategy was concerned with expressing 
emotions and asking for emotional support from others. Two items were included in 
this strategy “accepting sympathy and support and understanding from someone” and 
“I talked to someone about how I was feeling”.
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Table 5.2.1 Four-factor solutions for junior high school tutor-teachers 
on the Ways of Coping Questionnaire (N = 617)
1
Facto r 
2 3 4 Mean Variance
45 .1 talked to someone about how I was feeling. (SSS) .798 -.145 .173 -.008 2.25 .494
22 .1 got professional help (e.g. school counsellor, discipline department, .774 -.006 -.108 .000 2.23 .410
and colleagues). (SSS)
31.1 talked to someone who could do something concrete about .769 -.006 -.004 -.005 2.22 .424
the problem (e.g., administration, pupils’ parents). (SSS)
4 2 .1 asked advice from a relative, friend or colleague I respected. .743 -.004 .121 0.009 233 .539
(SSS)
8 .1 talked to someone (e.g. colleague, friend, relative) to find .627 .151 -.010 .003 236 .455
out more about the situation. (SSS)
18.1 accepted sympathy support and understanding from .522 .000 .112 -.003 2.41 .486
someone. (SSS)
7 .1 tried to get the person responsible to change his or her mind. 365 .277 -.247 .122 2.37 .468
(C O
52 .1 came up with a couple of different solutions to the problem. -.003 .731 -.109 .008 2.25 .465
(PPS)
6 7 .1 tried to set class discipline and ask pupils to follow it. .007 .708 -.006 -.230 2.57 .442
4 9 .1 knew what had to be done, so I doubled my efforts to make -.005 .667 .008 -.004 233 .359
things work. (PPS)
54 .1 tried to keep my feelings about the problem from interfering -.158 .647 .141 .002 2.28 .408
with other things. (SC)
10.1 tried not to bum my bridges, but leave things open
1r .619 .302 -.286 2.25 .374
somewhat. (SC)
19.1 told myself things that helped me feel better (self­ -.001 .426 .291 .005 2.44 372
adaptation).
.56262 .1 went over in my mind what I would say or do. (SC) .004 .342 -.283 .009 2.45
3 5 .1 tried not to act too hastily or follow my first hunch. (SC) .000 308 .008 .000 233 .543
38 .1 rediscovered what is important in life (work wasn't the most -.101 -.126 .808 .000 2.49 .464
important in life). (PR)
36 .1 found new faith. (PR) .009 .007 .648 .149 2.44 .489
3 9 .1 changed something so things would turn out all right. (PPS) .111 .247 .547 -.002 2.42 .435
2 3 .1 changed or grew as a person. (PR) .005 .323 .382 .214 2.40 .464
30.1 came out of the experience better than when I went in. (PR) .138 .283 356 .120 232 .414
1 .1 just concentrated on what I had to do next — the next step. -.005 -.275 .106 .897 2.31 .478
(PPS)
3192 .1 tried to analyse the problem in order to understand it better. .000 -.008 .004 .622 2.49
4 8 .1 drew on my past experiences; I was in a similar situation .000 330 .003 .537 2.42 .434
before. (PPS)
2 6 .1 made a plan of action and followed it. (PPS) 368 -.008 .002 .409 232 .448
3 .1 turned to work or another activity (e.g. taking a walk or .247 -.199 .151 .050 1.88 .574
shopping) to take my mind off things.
-.1074 .1 felt that time would make a difference — the only thing was -.051 .074 .067 1.56 672
to wait.
5 .1 bargained or compromised to get something positive from .039 .137 -.201 .034 2.00 .508
the situation.
6 .1 did something that I didn't think would work, but at least I was -.050 -.104 .112 .074 2.12 .588
doing something. (CC)
.6559 .1 criticised or lectured myself. (AR) -.151 -.095 .115 .124 1.55
11.1 hoped for a miracle. (EV) .080 -.074 .053 .076 1.32 .895
12.1 went along with fate; sometimes I just have bad luck. (D) -.080 -.018 .004 .227 1.21 .706
13.1 went on as if nothing had happened. (D) -.152 .129 -.242 -.015 1.50 .798
14.1 tried to keep my feelings to myself. (SC) -.065 .047 .006 -.029 2.16 .458
15.1 looked for the silver lining, so to speak; I tried to look on the .124 .137 .191 .048 2.12 .588
bright side of tilings. (D)
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1
Facto r 
2 3 4 Mean Variance
16.1 slept more than usual. (EA) -.041 .163 -.089 .108 1.14 .576
17.1 expressed anger to the person (s) who caused the problem. -.026 -.016 .046 .144 1.72 .545
(CC)
2 0 .1 was inspired to do something creative about the problem. .000 .028 .031 .045 1.78 .500
(PR)
21.1 tried to forget the whole thing. (D) -.040 -.152 -.074 .106 1.49 .677
2 4 .1 waited to see what would happen before doing anything. .187 .032 -.134 -.150 2.21 .523
2 5 .1 apologised or did something to make up. (AR) .069 .032 .018 .062 2.08 .498
2 7 .1 accepted the next best thing to what I wanted. -.092 .111 -.070 .139 1.83 .447
2 8 .1 let my feelings out somehow (e.g. cry). (CC) .189 .011 -.072 -.054 1.42 .696
2 9 .1 realised that I had brought the problem on myself. (AR) -.088 .094 .037 .011 1.54 .604
32.1 tried to get away from it for a while by resting or taking a .173 -.041 .143 -.033 1.68 .684
vacation.
3 3 .1 tried to make myself feel better by eating, drinking, -.069 -.138 .010 -.115 .579 .597
smoking, using, or medications, etc. (EA)
3 4 .1 took a big chance or did something very risky to solve the -.064 -.116 .026 -.010 .818 .576
problem. (CC)
3 7 .1 maintained my pride and kept a stiff upper lip. -.069 -.166 .037 .067 1.92 .521
4 0 .1 generally avoided being with people. (EA) -.194 .094 .060 -.049 1.76 .723
41.1 didn't let it get me; I refused to think too much about it. (D) -.047 -.033 .200 .022 2.05 .484
4 3 .1 kept others from knowing how bad things were. (SC) .006 .012 -.066 .160 1.63 .579
4 4 .1 made light of the situation; I refused to get too serious about .069 .291 .112 -.172 2.06 .488
it. (D)
.4764 6 .1 stood my ground and fought for what I wanted. (CC) .048 .229 .136 .052 1.93
4 7 .1 took it out on other people. (EA) .223 -.089 -.020 -.116 1.08 .487
5 0 .1 refused to believe that it had happened. (EA) .040 -.126 -.119 -.045 1.04 .571
51.1 promised myself that things would be different next time. -.006 .057 .174 .136 1.93 .565
(AR)
.61653.1 accepted the situation, since nothing could be done. .035 .008 -.070 -.070 1.61
55.1 wished that I could change what had happened or how I felt. -.117 .054 .173 .032 2.20 .653
5 6 .1 changed something about myself (e.g. changing the ways of .222 -.009 .187 .072 2.08 .599
teaching). (PR)
5 7 .1 daydreamed or imagined a better time or place than the one -.000 -.108 -.008 -.162 .830 .603
I was in.
58.1 wished that the situation would go away or somehow be .100 -.187 -.114 .086 2.12 .680
over with. (EA)
59.1 had fantasies or wishes about how things might turn out. -.040 -.003 .077 -.083 1.66 .784
(EA)
1.0316 0 .1 prayed. (PR) .076 .032 .013 -.023 1.27
61.1 prepared myself for the worst. .111 -.070 .0298 .099 1.88 .659
6 3 .1 thought about how a person I admire would handle this .175 .274 .057 -.071 1.66 .813
situation and used that as a model. (SC)
6 4 .1 tried to see things from the other person’s point of view. .016 .137 .138 .068 1.84 .724
6 5 .1 reminded myself how much worse things could be. -.019 .003 .138 -.087 1.85 .613
6 6 .1 jogged or exercised. -.213 .070 .155 -.056 1.73 .829
6 8 .1 caned pupil or used disciplinary sanctions (e.g. bad mark). .054 -.047 -.031 .008 1.79 .591
Eigenvalue 7.108 1.836 1.616 1.442
The original categories reported by Folkman and Lazarus (1988) for each item is listed at the 
end of the item. Items 67 and 68 were added to the WCQ by the researcher from the interview 
survey conducted in phase one of this study.
“AR” means “Accepting Responsibility”
“CC” means “Conffontive Coping”
“D” means “Distancing”
“EA” means “Escape-Avoidance”
“PPS” means “Planful Problem Solving” 
“PR” means “Positive Reappraisal”
“SC” means “Self-Control”
“SSS” means “Seeking Social Support”
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Factor II describes efforts to regulate one’s feelings and actions (named “self-control”). 
Six items were found to be salient in this factor. Two items related to the regulation of 
one’s feelings (e.g., “I told myself things that helped me feel better (self-adaptation)”). 
The other 4 items are related to self-regulation or the regulation of others’ action (e.g., 
“I tried to set class discipline and ask pupils to follow it” and “I changed something 
about myself (e.g. changing the ways of teaching)”).
Factor III best describes efforts to create positive ways of coping by focusing on 
personal growth (named “positive reappraisal”). Five items were identified as 
belonging to this factor, such as “I rediscovered what is important in life (work wasn’t 
the most important in life)”.
Factor IV describes deliberate problem-focused efforts to alter the situation, coupled 
with an analytic approach to solving the problem (named “planful problem solving”). 
Four items were salient to this factor such as “I made a plan of action and followed it”.
Relationship between Coping Strategies
The inter-factor correlation matrix (Table 5.2.2) indicates a moderate correlation 
between all factors. This seems to confirm that individuals tend to choose from an 
array of coping strategies rather than using one set of strategies to deal with all 
stressful situations.
Table 5.2.2 Inter-factor correlation matrix for WCQ (N=617)
Factor 1 2 3 4
I 1.000
II .532 1.000
III .311 .376 1.000
IV .365 .563 .229 1.000
Means of scales based on these four coping strategy factors are displayed in Table 
5.2.3 (see overleaf).
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Factor Mean (SD)
I Seeking social support 2.31 (.68)
II Self-control 2.36 (.66)
III Positive reappraisal 2.41 (.67)
IV Planful problem solving 2.38 (.65)
The overall score for each coping strategy was calculated and the mean and standard 
deviation were extracted from the scores. Participants in this research appear most 
likely to use “positive reappraisal” to help deal with stressful situations. “Planful 
problem solving” is the next most used coping strategy followed by “seeking social 
support” and “self control”.
Reliability o f Ways o f Coping Questionnaire (WCQ)
The psychometric characteristics of the WCQ were investigated to see whether the 
questionnaire is reliable. Reliability and validity analysis was conducted.
Cronbach’s alpha was used to examine the reliability of the WCQ. Table 5.2.4 
presents the Cronbach alpha coefficient for each of the extracted factors.
Table 5.2.4 a coefficient of each factor and whole questionnaire 
(N=617)
Factor Alpha
Factor I: Seeking Social Support 
Factor II: Self Controlling 
Factor III: Positive Reappraisal 
Factor IV: Planful Problem Solving
.7736
.7079
.7237
.7599
Acceptable inter-item consistencies were found between all factors (all of them are 
more than .70). It would appear from these results that the questionnaire has high 
inter-item consistency, i.e. all items used share a common concept. This suggests that 
the questionnaire may provide a reliable measure of the strategies used in stressful 
situations.
Factors extracted using Factor Analysis were compared to the original Ways of
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Coping Questionnaire (Lazarus & Folkman, 1988) to look for similarities between the 
two measures. Acceptable levels of similarity were found (Table 5.2.1).
The variance between the excluded and included items was compared in an attempt to 
understand why so many items of the WCQ were not captured by the Factor analysis. 
It was found that the variance for the excluded items was quite high which suggests 
that many respondents responded very differently from each other. As such the 
excluded items did not seem to represent any underlying concept for these respondents 
and so it was reasonable for these items to be dropped from the questionnaire.
In previous studies it has been reported that investigators using the WCQ measure 
have frequently found a different number of key factors on analysis than the original 
study depending on the sample and the particular number of items selected (Parker & 
Endler, 1992; Tennen & Herzberger, 1985). This is why Folkman et al (1986) and 
Tennen and Herzberger (1985) have suggested that persons using the WCQ should 
always conduct factor analyses for their own samples and use these results to 
determine subscales for coping items in the questionnaire”. On this basis it was 
considered that this questionnaire had acceptable levels of face validity when 
completed by junior high school tutor-teachers in the Taipei region of Taiwan.
Demographic Characteristics vs. WCQ
Some researchers have indicated that gender, age and working experience can 
influence the use of coping strategies by participants (e.g., Ptacek et a l,  1994; 
Vitaliano et al, 1985). The following analyses were conducted to investigate the 
relationship between demographic characteristics and the use of stress coping 
strategies. An independent sampled t-test was conducted to examine if  mean 
differences between female and male tutor-teachers use of the four stress coping 
strategies to deal with problems were significant (Table 5.2.5, see overleaf).
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Table 5.2.5 t-test comparing the four stress coping strategies in female 
and male (N=617)
Female Male t df p-value
Seeking Social Support Mean (SD) 2.37 (.67) 2.06 (.72) 7.106 563 .000
Self Control Mean (SD) 2.31 (.59) 2.24 (.59) 1.966 563 .050
Positive Reappraisal Mean (SD) 2.47 (.69) 2.42 (.67) 1.139 563 .255
Planful Problem Solving Mean (SD) 2.36 (.71) 2.29 (.69) 1.487 562 .138
Table 5.2.5 indicated that females reported using more “seeking social support” and 
“self control” to deal with stress than males.
The means and standard deviation for the four stress coping strategies for each age 
group and level of work experience for participants was calculated and the results are 
reported in Table 5.2.6.
Table 5.2.6 Means (SD) of different groups of participants on WCQ
(N=617)
Coping Strategies Seeking Social 
Support
Self Control Positive
Reappraisal
Planful Problem 
Solving
Age Mean (SD) 
Below Age 24 
Age 25-29 
Age 30-34 
Age 35-39 
Age 40-44 
Age 45-49 
Over Age 50
2.43 (.58)
2.30 (.71) 
2.40 (.69) 
2.19 (.73) 
2.16 (.69) 
2.33 (.66)
2.30 (.58)
2.35 (.62) 
2.26 (.60) 
2.33 (.60) 
2.25 (.60) 
2.27 (.59)
2.35 (.58)
2.35 (.55)
2.43 (.58) 
2.36 (.70)
2.43 (.66)
2.44 (.70)
2.45 (.67) 
2.63 (.64) 
2.49 (.67)
2.50 (.60) 
2.33 (.70) 
2.41 (.67) 
2.28 (.76) 
2.31 (.68) 
2.39 (.71) 
2.27 (.63)
Years as a Thtor
Mean (SD) 
Below 2 Years 
3-5 Years 
6-10 Years 
11-15 Years 
16-20 Years 
Over 21 Years
2.27 (.71) 
2.35 (.69) 
2.21 (.74) 
2.25 (.70) 
2.23 (.64) 
2.29 (.59)
2.29 (.62)
2.30 (.57) 
2.23 (.59) 
2.35 (.57) 
2.29 (.61) 
2.32 (.63)
2.35 (.67) 
2.43 (.69)
2.35 (.69) 
2.49 (.66) 
2.42 (.67) 
2.52 (.63)
2.37 (.59) 
2.32 (.59)
2.31 (.60) 
2.40 (.64)
2.32 (.58) 
2.29 (.68)
One-way ANOVAs were used to determine whether the use of the “Ways of Coping” 
varies from one age group to another and varies according to the number of years 
participants have been a tutor-teacher. Results form ANOVA and Scheffé test
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indicated that younger participants appear to report more use of “seeking social 
support” (F(6,557) = 3.411, p < .01) but less “planful problem solving” (F(6,557) = 
2.709, p < .05) to deal with problems than older participants.
“Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ)”
The Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ) consisted of 50 
separate items. The results obtained from this questionnaire were examined using 
factor analysis to seek out latent variables investigate whether the items reflect the 
same latent variables and whether the 50 variables in the questionnaire could be 
reduced to a smaller number of relevant variables.
A factor analysis with oblique rotation was used on the Tutor-teacher’s Job-related 
Stressor Questionnaire (TJSQ) to simplify the structure of the questionnaire and make 
it more interpretable. Cattell’s (1996) scree test was used to provide an indication of 
the number of factors that might be expected (Figure 1 in Appendix 18).
The scree test suggested that five or six factors could be extracted from the TJSQ. 
Kaiser (1960) suggests that factors with eigenvalues greater or equal to one should be 
considered to represent potentially valid factors. Table 5.2.7 (see overleaf) shows the 
results of the extraction process. For this research, although there are seven factors 
with an eigenvalue greater than 1, according to scree test, it was felt that 6 factors 
were most likely to provide the most appropriate grouping structure. Although this 
finding supports the results of the scree test and Kaiser’s criterion, psychological 
meaningfulness must be the ultimate criterion for evaluating the factor structure. In 
this questionnaire, the six factors identified in the scree test were found to be 
psychologically meaningful. Overall, the six-factor solution accounted for 57.51% of 
the data variance (Table 5.2.7, see overleaf).
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Table 5.2.7 Six-factor solution for junior high school tutor-teachers in 
TJSQ (N = 617)
Factor
1 2 3 4 5 6
25. Lack o f support from headmaster and administration .916 .002 .002 -.003 -.003 -.009
22. Poor man-management .878 -.007 .000 .000 -.006 .006
26. Poor administration .863 -.004 .003 -.008 .000 -.002
27. Lack o f consensus on minimum standards .851 .004 .000 .002 .001 -.002
21. Poor communication between teachers and administration. .760 .003 .003 .118 -.002 .004
23. Lack o f influence in decision making at school. .746 .005 -.107 .006 .007 .001
24. Lack o f understanding o f difficulties from headmaster and administration. .576 -.005 .005 -.010 .005 .003
30. Self-opinionated parent who does not respect my opinion. -.002 .839 .000 .005 .004 -.006
35. Misunderstanding between teacher and parents. -.004 .790 .193 -.007 .008 -.008
29. Parents disagree with the ways I manage and teach the form. -.003 .764 .002 .191 .007 .006
33. Dealing with parents who have improper notion. .000 .657 -.148 .003 -.007 .101
36. Lack o f support from parents. .000 .610 .000 -.010 .006 -.119
32. Dealing with parents who have spoilt their child and have .002 .596 -.004 -.007 -.010 .008
allowed them to develop bad behaviours or beliefs.
28. Conflict with parents over their responsibility for pupils’ wrong doing. .211 381 .007 .002 -.003 -.003
31. Poor parental control, so parents let the children run wild. -.001 365 .009 -.102 -.005 -.116
34. Lack o f parental skill in dealing with their children, leading to teachers -.002 374 -.004 .004 -.009 .008
feeling drained because o f the extra attention required.
16. Pupils’ serious discipline problems (e.g. extorting money). .001 .010 .731 -.001 -.008 .009
17. Unpredictable events such as fighting, accidents. .007 .108 .714 -.004 .006 .124
12. Feeling insecure because of some pupils' bad attitude towards me. .002 -.009 .692 .008 .008 -.148
13. Difficult classes. -.007 .008 .551 .172 .007 -.124
8. Dealing with pupils who suffered emotional problem. .000 .000 .497 -.001 .003 .288
7. Difficult pupils. -.005 -.114 .400 .003 -.008 .000
19. Trying to manage difficult pupils from unconventional families (e.g., single -.004 .007 360 -.117 -.007 .005
parent) or dysfunctional families (e.g. parent had love affair).
9. Poor pupils' academic results despite my efforts. -.005 .006 -.006 .791 -.002 .008
10. Mixed ability classes. -.001 .002 .005 .765 -.003 .003
11. Pupils who are not interest on study. .003 -.002 .107 .731 -.002 -.187
14. Individual pupils who continually misbehave on examine. .001 -.002 .005 .424 -.003 .009
39. Poor career structure. .000 .006 .007 -.003 .889 -.010
40. Poor promotion opportunities. .002 .000 .001 .000 .873 -.002
50. Inadequate salary. .000 .008 -.003 -.003 .564 .336
41. Not findine their job fulfilling. -.002 -.009 -.006 -.001 .523 -.010
3. Using private time to deal with job-related work. -.008 .000 .173 -.010 -.005 .767
4. Spending lots of time on pupils’ Homework Diary, marking .002 .000 -.112 .010 -.005 .765
test and homework.
1. Having to be concerned with trivial things such as pupils or .005 -.118 .006 -.004 -.006 .605
daily administration.
2. Teaching too many courses per week. .006 -.004 .003 .000 .230 .518
5. Having more problems managing pupils than usual. .061 -.147 .461 .052 .000 .255
6. Dealing with inter-pupils’ problems. .047 -.128 .499 .095 .272 .163
15. Pupils’ general discipline problems (e.g. lying, having girl/boyffiend). .021 -.095 .473 -.111 .219 .212
18. Competition between classes. -.087 .085 .163 -.082 .071 .235
20. Large classes. .151 .041 .078 -.114 .313 .049
37. Role ambiguous. .236 .312 .122 .160 .071 .018
38. Role conflict. .053 .443 .037 .299 -.027 .068
42. Unreasonable expectations of teacher (e.g. teacher could not make mistake). -.055 .097 -.113 .306 .005 .094
43. Finding the responsibility for pupil’s academic achievement, behaviour and -.057 .050 -.060 .040 .118 .062
safety at school too much.
44. Constraining code o f dress and behaviour. .032 -.047 -.172 .228 .119 -.074
45. Lack o f support and help from colleagues, when dealing with pupil’s problem -.039 .121 .043 .147 -.068 -.155
or academic problem.
46. Poor communication between colleagues. .124 -.049 -.035 -.037 -.223 -.036
47. Colleagues who have different ideas about what should do. .077 -.092 -.041 .012 -.033 -.098
48. Conflicting demand on the educational principle. -.075 .095 .019 .224 .070 .0739
49. Could not get the further information to improve my teaching. .052 -.061 -.065 .323 .292 .0874
Eigenvalue 11.0513309 2.139 1.9841.592 1.204
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Items with their respective structural coefficients are presented for each factor in 
descending order. Items exhibiting a structural coefficient of less than ± .30 were 
regarded as non-salient and were discarded. A table of full results from this procedure 
can be found in Table 5.2. 7.
After the oblique rotation, thirty-five items exhibited a structural coefficient of above 
± .3 on the six extracted factors and were included for further analysis.
Latent Structure o f  the Tutor-teacher Job-related Stressors Questionnaire 
(TJSQ)
The six factors identified in this research describe different types of stressful situations 
faced by tutor-teachers in Taiwan.
Factor I, named “problems related to administration”, best describe stressful situations 
related to school’s administration and management system. This factor accounted for 
most of the variance (Table 5.2.7). Seven items were found to be included in this 
factor. This factor appears to consist of conditions related to the communication and 
understanding between tutor-teachers and administration (3 items) (e.g., “Poor 
communication between teachers and administration”), support from school (2 items) 
(e.g., “Lack of support from headmaster and administration”), and problems 
associated with school’s management system (2 items) (e.g., “Poor man 
management”).
Nine items were found to be salient in factor II named “problems related to pupils’ 
parents” (Table 5.2.7). This factor appears to be concerned with relationships between 
tutor-teachers and pupils’ parents. Problems encountered include communication 
problems or different ideas between tutor-teachers and pupils’ parents (5 items) (e.g., 
“conflict with parents over their responsibility for pupils’ wrong doing”), or problems 
from the parents (4 items) (e.g., “parents who have improper notion or who lack of 
parental skill”).
Factor III, named “problems related to pupils’ behaviour and well-being”,
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encompasses stressful situations related to pupils’ behaviour and mental problems and 
well-being (Table 5.2.7). Seven items were identified as belonging to this factor. Five 
items describe problems from a single pupil who was misbehaving or has mental 
problems (e.g., “Difficult pupils”), one from a group of pupils (e.g., “Difficult 
classes”), and one from the feeling of responsibility for pupils (e.g., “dealing with 
unpredictable events such as fighting, accidents etc”).
Factor IV best describes stressful situations related to pupils’ academic achievement 
(Table 5.2.7). A Total of 4 items was found to be salient for this Factor. This factor 
describes problems such as the difficulty in finding the appropriate standard when 
teaching a class containing pupils with a wide range of ability (e.g., “Mixed ability 
classes”). Also the issue of motivating pupils to study (e.g., “Pupils who are not 
interested in study”), and managing pupils who misbehave in examinations (e.g., 
“Individual pupils who continually misbehave in examinations”) was highlighted in 
this factor.
Factor V best describes the perceptions of control over their job and measures job- 
dissatisfaction (Table 5.2.7). Four items were found to be salient for this factor. 
These are concerned with the policy in school (3 items) (e.g., “Poor career structure”) 
and their salary (e.g., “Inadequate salary”).
Four items were found to be salient for Factor VI, named “problems relating to daily 
hassles at work” (Table 5.2.7). Items included the daily hassles from pupils (such as 
mark pupils’ Homework Diary, or homework) and daily administration.
Relationship between the Six Factors
The inter-factor correlation matrix between the six factors is displayed in Table 5.2.8 
(see overleaf).
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Table 5.2.8 Inter-factor correlation matrix: TJSQ (N=617)
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Factor 1 2 3 4 5 6
I 1.000
II .341 1.000
III .342 .505 1.000
IV .303 .333 .136 1.000
V .307 .413 .468 .327 1.000
VI .380 .385 .390 .230 .514 1.000
Table 5.2.8 indicates moderate correlations between all factors, suggesting that a 
higher order factor (such as job-related stressor) might exist. These results also 
confirm that the use of oblique rotation is appropriate. The means of items loading on 
these six factors and the higher order factor (total job-related stressors) are displayed 
in Table 5.2.9.
Table 5.2.9 Means of the six job-related stressors and the total 
stressors (N=617)
Factor Mean (SD)
I Problems related to administration 1.86 (.73)
II Problems related to numl’s parents 1.63 (.55)
- Ill Problems related to pupils’ behaviour and well-being 1.80 (.54)
IV Problems related to pupils’ academic achievement 2.29 (.54)
V Problems related to iob-dissatisfaction 1.30 (.73)
VI Problems related to hassles at work 2.35 (.50)
Total Job related stressor (Total) 1.87 (.42)
An overall score for each stressor was calculated together with the overall score for 
total stressors. The mean and standard deviation were extracted from these scores to 
provide information about the most frequently occurring types of stressor reported by 
tutor-teachers. The most frequently occurring type of stressor appears to be associated 
with “Problems related to hassles at work”. “Problems related to pupil’s academic 
achievement” is the second most often reported problem. The remaining four 
stressors occur in the following order: problems related to “administration”, “pupil”, 
“pupil’s parent” and “job-dissatisfaction”.
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Reliability and Validity o f TJSQ as a measure o f  how often tutor-teachers 
believe they experience certain stressful situations
The psychometric characteristics of the TJSQ were investigated to see whether the 
questionnaire was reliable, using internal reliability and an analysis of its face validity.
Reliability analysis is not only used to show the consistency of a measure, but is also 
used to discard items with low item-total correlation coefficients (close to .00). This 
helps to improve the reliability of the measure. Cronbach’s alpha (a) was employed in 
this study to check the reliability of the measure. Table 5.2.10 displays the Cronbach’s 
alpha coefficient on the six factors and the total stressor (sum of these six factors) for 
this questionnaire.
Table 5.2.10 a coefficient of TJSQ in each factor and the whole 
questionnaire (N=617)
Factor Alpha
Factor I: Problems Related to Administration .773
Factor II: Problems Related to Pupil’s Parents .726
Factor III: Problems Related to Pupils’ behaviour and well-being .730
Factor IV: Problems Related to Pupil’s Academic Achievement .742
Factor V: Job-Dissatisfaction .772
Factor VI: Problems Related to Hassles at Work .761
Total TJSO Scale .783
Within each factor all of the items were found to be acceptably interrelated (all of the 
a > .7). This finding demonstrates that the items in the modified measure (after non- 
salient items were removed) were acceptably consistent. This suggests that the 
modified measure was acceptably reliable.
The question of validity draws attention to how far a measure really measures the 
concept that it purports to measure. Face validity was examined in this research using 
methods created by Cronbach and Meehl (1955) and by Cohen (1960, in Fleiss, 1971). 
High face validity suggests that the measure in question relates strongly to concepts 
already identified in previous research and can therefore be seen as a useful means of 
further investigating such concepts. In this research because the concepts underlying
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this measure were not taken from any one theory it was considered that factor analysis 
and “expert” judges procedure were the appropriate techniques to use for considering 
these validity issues. Factor analysis gave an idea of the underlying dimensionality of 
the questionnaires. Expert judges evaluated the relevance of the items to the 
characteristic being measured, if they agreed that an item was not measuring the 
characteristic or they disagreed on its relevance, the item was considered equivocal 
and its validity was questionable.
The factors extracted using factor analysis were found to be similar to other previous 
research, e.g., Kao (1989), Hwang (1989) etc. However, the factors extracted from 
the TJSQ in this research have also highlighted issues specific to tutor-teachers in 
junior high school tutor-teachers that have not been identified in the more general 
studies previously conducted, such as “Unexpected events”, “Self-opinionated 
parents”, and “Using private time to deal with job-related work”.
Three professional psychologists acted as expert judges for this research to check the 
face validity of the TJSQ using an MSP (Multiple Sorting Procedure, see chapter 4) 
once the data had been gathered from the main questionnaire research.
The items of the TJSQ were written in Chinese and English on a series of cards and 
three professional psychologists who were associate professors in the psychology 
department in Fu-Jen University in Taiwan were asked to conduct a series of card 
sorting procedures. They were asked to sort the cards twice, firstly as a free card 
sorting procedure and then they were asked to sort the cards again into piles labelled 
with the factor titles to see if their results matched the results of factor analysis from 
the main questionnaire.
Each sorting procedure was carried out individually in the participant’s office. Before 
the sorting procedure the researcher explained the purpose of the procedure to the 
participants. The participants were presented with all of the cards and they were 
asked to sort the statements into groups that had some meaning to them. Once they 
had completed this procedure they were asked to explain to the researcher why they 
had grouped these statements in the way that they did. Participants were told that they
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could stop whenever they wanted, they could categorise these cards as many times as 
they wanted and put as many cards into each group as they like until they could not 
find any difference or similarity between and within cards.
The time spent by participants on this task varied from 50 minutes up to a maximum 
of one and half hours. On the free card sorting procedure, one expert judge sorted 
the cards three times, the other two sorted the cards two times, and this gave a total of 
7 sorts to form the basis for the MSA plots. A Multidimensional scalogram analysis 
(MSA, see chapter 4) technique was used to examine the structure of the qualitative 
data obtained. The coefficients of contiguity for the scalograms in this research were 
above 0.9 and these results can be found in Figure 5.2.1.
25 26
Factor V Factor I
23 24 
<22 27
50 39
3 2 4
Factor VI
Factor IV
9 10
Factor HI
Factor II
36 31 32 28
Figure 5.2.1 Free Multiple Card Sorting Results from Experts
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Comparisons between the individual card plots and the overall plot did not clearly 
distinguish some of the groups identified by the expert judges in the multiple sorting 
procedures. The MSA plot (Figure 5.2.1) showed that the cards on the top right hand 
comer of the MSA figure were closely related. When the sorting results from the 
judges were examined it became apparent that all these cards were related to a larger 
conceptual group of organisational issues. Within that larger group there were a 
number of places where particular cards could belong. For example, judge one, who 
did the free sorting procedure twice, sorted these cards into the groups same as those 
identified in the factor analysis. However, on his second sort he sorted the card 2, 
“teaching too many courses per week”, into the group “job dissatisfaction” instead of 
the “hassles at work” group. This variation of sorting could have been a problem for 
the TJSQ if the various sorts had produced unrelated plots, however, because all these 
cards plots were located in a relatively small area, this apparent discrepancy was not 
considered to be of any great significance. It just reflected the presence of an 
underlying concept that was relevant to a number of sub groupings.
When the meaning of each group and card plots were compared to the groups 
identified in the factor analysis, it became possible to identify six distinct regions for 
this sorting procedure. For example, card 9, 10, 11 and 14 were closely related in the 
MSA figure and were found to address a similar issue to factor 4, “problems related to 
pupils’ academic problems”, identified in the factor analysis.
Interestingly, card 1, “having to be concerned with trivial things such as pupils or 
daily administration”, was sorted by all of the judges at least one time into the 
“problems related to administration” rather than “hassles at work” (only on two of the 
seven sorting). This finding would be compared to the finding in the force 6 factors 
sorting to see if it also happened in there.
Results of the forced 6 factor sorting from the three judges can be seen in Table 5.2.11 
(see overleaf) where they are compared with the factors obtained from factor analysis. 
Numbers with squares around them mean that they belong to a different group than 
that identified in the factor analysis.
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Table 5.2.11 Results of Expert Judges’ Forced 6 Factor Card Sorting
TJSQ Original Judge 1 Judge 2 Judge 3
Factor I: Problems Related to 21, 22 , 213, 
2 4 ,2 5 ,2 6 ,
27
|l|, 21, 22, 23, 
24,25,26,27
|l|, 21, 22, 23, 
24,25,26,27
|l|, 21, 22, 23, 
24,25,26,27Administration (Card No.)
Factor II: Problems Related to 2 8 ,2 9 ,3 0 ,
3 1 ,3 2 ,3 3 ,
34,35,36
28, 29, 30, 
31, 32, 33, 
34,35,36
19, 28, 29, 
30, 31, 32, 
33,34,35,36
28, 29, 30, 
31, 32, 33, 
34,35,36
Pupil’s Parents (Card No.)
Factor III: Problems Related to 7 ,8 ,12,13, 
16, 17,19
7, 8, 12, 13,
16, 17, 19
7, 8, 12, 13,
16,17
7, 8, 12, 13,
16, 17, 19Pupils’ behaviour and well­
being (Card No.)
Factor IV: Problems Related to 9, 10, 11,
14
9, 10, 11, 14 9, 10, 11,14 9,10,11,14
Pupil’s Academic Achievement 
(Card No.)
Factor V: Job-Dissatisfaction 3 9 ,4 0 ,4 1 ,
50
39, 40,41,50 39, 40,41,50 |2|, 39, 40, /ll,
50(Card No.)
Factor VI: Problems Related to 1,2, 3 ,4 2 ,3 ,4 2 ,3 ,4 3,4
Hassles at Work (Card No.)
Most of the cards were belonged to the group same as the groups identified in the 
factor analysis, except card 1. There was confusion as to whether it belonged in the 
“hassles at work” factor or “problems related to administration”. This finding was 
similar to the free card sorting. It was therefore decided that this item would be 
removed from the TJSQ to avoid confusion in the future.
The unweighted statistic Cohen kappa (Cohen, 1960) was used to measure agreement 
on the forced 6 factor sorting among expert judges to provide further evidence of the 
face validity of the TJSQ questionnaire. The results of the forced 6 factor sorting and 
kappa equation used for this purpose can be found in Appendix 10. The Cohen kappa 
coefficient for the overall factors was 0.95. This represented a high degree of 
agreement and suggested that the modified TJSQ had high face validity and 
represented the characteristics measured in this research.
Influence o f  Demographic Characteristics on the TJSQ
Some researchers (e.g., Turk et ai, 1982; Hwang, 1989) have indicated that the 
demographic characteristics of participants (e.g., experience, gender) and of 
geography (e.g., location and size of school) influence the frequency with which
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certain stressors are perceived. The following analyses were conducted to investigate 
whether these characteristics influenced the experience of stressors in this research. 
The means and standard deviation for the six job-related stressors and the overall total 
stressor score for each gender, age group and working experience group of 
participants and on each location and size of school are reported in Table 5.2.13 (see 
overleaf).
Table 5.2.13 shows that in general participants aged below 24 reportedly experienced 
more problems than other participants especially in the areas of administration and job 
dissatisfaction. The extremely experienced tutor-teachers (more than 16 years) 
reported experiencing fewer job-dissatisfaction events than other tutor-teachers. 
Tutor-teachers who work in small size schools in general reported experiencing more 
administration problems than others.
Results from the independent sampled t-test (Table 5.2.12) indicated that female tutor- 
teachers appear to experience higher frequencies of stress associated with 
administration in school and hassles at work than male colleagues.
Table 5.2.12 t-tèst comparing the job-related stressors in female and 
male (N=617)
Job-related Stressor Female Male t df p-value
Problems related to administration
Mean (SD)
1.90 (.69) 1.74 (.75) 2.522 592 .012
Problems related to nuniPs parents
Mean (SD)
1.64 (.54) 1.59 (.55) 1.019 593 .309
Problems related to pupils’ behaviour 
and well-being Mean (SD)
1.82 (.54) 1.74 (.54) 1.551 593 .121
Problems related to pupil’s academic 
achievement Mean (SD)
2.31 (.52) 2.23 (.58) 1.716 593 .087
Problems related to iob-dissatisfaction
Mean (SD)
1.28 (.71) 1.34 (.78) -.881 590 .378
Problems related to hassles at work
Mean (SD)
2.40 (.47) 2.22 (.54) 3.654 287.993 .000
Job related stressor (Total)
Mean (SD)
1.89 (.40) 1.81 (.45) 2.157 593 .031
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Additional Information Obtained from the Questionnaire- Real 
Stressors Reported and Stress Intervention Programme
Participants Reported Stressors
In the “Ways of Coping Questionnaire (WCQ)” participants were asked to briefly 
describe a recent job-related stressful event. 224 participants answered this question 
reporting actual job-related incidents that had troubled them recently. Content 
analysis was used to analyse this qualitative data. The qualitative data was coded and 
categorized by the researcher and one other volunteer to ensure that inter-rater 
reliability was maintained. Overall, 62.1% of the participants that answered this 
question reported that their most recent stressful problems were related to pupils 
(including the whole range of problems caused by pupils such as pupils’ misbehaviour 
and pupils’ low academic achievement). 24.1% of participants reported problems 
related to pupils’ parents and the rest (13.8%) of the participants experienced 
problems related to administration and colleagues. From these reports it does appear 
that pupil related problems do play an important role in causing tutor-teachers’ 
stressful feelings, as do problems with pupils’ parents although this was slightly 
different to results obtained from the main questionnaire.
The Relationship between TJSQ and WCQ
A series of bivariate correlations (Pearson Correlation) were used to investigate the 
relationship between the frequency of job-related stressors and stress coping strategies 
(Table 14, see overleaf).
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Table 5.2.14 Correlation between “job-related stressors” and “ways 
of coping” (N=617)
Seeking social Self control Positive Planful problem
support reappraisal solving
Problems related to 
administration r (p)
.082 (.049) .065 (.117) .1070010) .011 (.793)
Problems related to pupils’ 
parents r (p)
.117 (.005) .110 (.008) .131 (.002) .015 (.725)
Problems related to pupils’ 
behaviour and well-being r (p)
.135 (.001) .124 (.003) .150 (.000) .080 (.053)
Problems related to pupils’ 
academic achievement r (p)
.150 (.000) .153 (.000) .147 (.000) .062 (.137)
Problems related to iob 
dissatisfaction r (p)
-.021 (.617) -.012 (.772) .050 (.231) -.037 (.370)
Problems related to hassles 
at work r (p)
.233 (.000) .245 (.000) .237 (.000) .140 (.001)
Whole Stressors r(p) .152 (.000) .148 (.000) .185 (.000) .053 (.203)
Although some significant correlation coefficients were found between the stressors 
and coping strategies, all the coefficients were very small and only the direction of the 
relationships could be suggested. Interestingly, no correlation was found between 
coping pattern and frequency of job dissatisfaction, which seems to suggest that job 
dissatisfaction issues cannot be addressed by varying the usage of coping strategies.
Stress Intervention Programme
The third questionnaire in this research asked participants to indicate whether they 
believed they would benefit from a list of five different types of stress management 
training programme. They were asked to rank how effectively they thought the 
following training programmes could be in helping them to reduce their feelings of 
stress if they were to receive these programmes:
(1) Emotion management programme, e.g. Managing your anger;
(2) Anxiety management programme, e.g. Relaxation programme;
(3) Time management programme, e.g. Managing your time effectively;
(4) Counselling skill training programme;
(5) Communication skills training programme.
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The means and standard deviations for these five programmes were analysed and 
displayed in Table 5.2.15.
Table 5.2.15 Means (SD) of the five programmes (N=617)
Programme Mean (SD)
Emotion management programme 2.24 (.71)
Anxiety management programme 1.84 (.82)
Time management programme 1.93 (.79)
Counselling skill training programme 2.17 (.74)
Communication skill training programme 2.19 (.89)
Results from the mean score suggested that participants believed that an “Emotion 
Management Programme” would be the most helpful programme for dealing with 
stress, “Counselling Skill Training Programme” and “Communication Skill Training 
Programme” were the next most popular choices. The intervention programme for 
phase three of this study will be developed on the basis of the results above together 
with the findings on WCQ about participants’ most likely used coping strategies. The 
results of this phase, phase two of the research project, are discussed in Chapter 5.3.
5.3 Quantitative Discussion
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Within the transactional model the appraisal system continually monitors a person’s 
transactions with his or her environment (in terms of demands, abilities, constraints and 
support). This appraisal focuses on the question ‘Do I have a problem?’ “Can I cope 
with it?” In general terms, if an individual thinks an event represents a threat or 
harm/loss, it makes them feel stress, if  not, then no stress feeling will arise. The TJSQ 
developed during this phase of research was designed to provide a measure that could 
be used to assess the demands placed upon tutor-teachers taking part in this research. 
The WCQ was used to identify the abilities currently available to the tutor-teachers for 
addressing the demands made upon them. The stress intervention programme 
questionnaire was used to identify where gaps in tutor-teachers’ own knowledge of 
coping strategies etc could constrain their ability to cope with the demands they were 
facing.
After an initial factor analysis the number of items in the TJSQ was reduced from 50 to 
37. These were then categorised into six underlying factors providing an indication of 
the key demands placed upon tutor-teachers in Taiwan: “hassles at work”, “pupil’s 
academic achievement”, “administration”, “pupils’ behaviour and well-being”, “pupil’s 
parents” and “job dissatisfaction”.
The alpha coefficient was used to test the internal consistency of these six factors and 
reliability of the TJSQ. Acceptable levels of alpha coefficient were recorded (Table 
5.2.8) which suggests that items in this measure had an acceptable level of reliability.
It was only possible to test the face validity of measures used in this research because 
access to participants was limited to two months by the Taipei Education Bureau. This 
did not allow sufficient time to do test-retest reliability and predictive validity testing. 
The involvement of the Taipei Education Bureau also raised an ethical issue in this 
research.
Schools were instructed to participate in this research by the head of the Education
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Bureau in Taiwan. To some this could be seen as unethical because people must be free 
to choose whether or not be involved in a project. However, in Taiwan, authority from 
the education bureau is essential for research to take place and schools are obliged to 
participate if requested by the education bureau. It is possible, therefore, that 
Tutor-teachers participating in this research may have felt they had no choice but to be 
involved when asked because it could reflect badly upon them if they refused to take 
part. This could have affected the results obtained, participants might have felt unhappy 
about having to participate and may not have answered questions honestly. However, 
there is no evidence to suggest that this was the case and as around 30% of 
tutor-teachers did not return the questionnaire, it would appear that they did there was 
actually an element of choice available to them.
The measures used for this phase of research were developed specifically because no 
other established measures for measuring Taiwanese teacher stress could be found. 
This meant that concurrent validity could not be tested. There were some measures of 
teacher stress developed in western countries that could in theory have been used but 
these were not considered appropriate because the psychometric characteristics for a 
Taiwanese population had not been established for these measures. This would bring 
into question their validity for use in a Taiwanese context.
It was also not possible to test the construct validity of the TJSQ because although this 
research project was based upon Kyriacou and Sutcliffe’s teacher stress model (1978a), 
they did not define the sources of teacher stress in detail. This meant that there were no 
original definitions to assess the TJSQ against.
Two forms of face validity testing were undertaken for this research. The researcher 
compared the differences and similarities of stressors identified in both Taiwan and 
Western countries and expert judges were asked to group together items presented to 
them into suitable groups without being told what these items were to be used for. The 
structured card sorting and free card sorting procedures carried out by the 3 expert 
judges indicated a high level of agreement (Kappa = .95 & coefficient of contiguity 
above .90) and high face validity. There was only one item that the experts could not 
agree on “Having to be concerned with trivial things such as pupils or daily
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administration”. They all reported the meaning for this item was not clear, it could be 
seen as both an administration problem and a hassles issue. It was therefore decided to 
remove this item from the TJSQ for its use in phase three of this research project.
The work of the expert judges demonstrated that almost all of the items included in the 
TJSQ could be grouped into categories that were similar to previous research in this 
area in Taiwan. As such it was considered that a degree of face validity for the TJSQ 
had been established.
Having established a degree of validity for the TJSQ the next goal for this phase of 
research was to develop an understanding of the level of demand placed upon the tutor- 
teachers in this study. Teacher stress has been defined in terms of an excess of pressures 
and demands on teachers over their ability to cope with these pressures and demands. 
Participants in this research were asked to indicate how frequently they experienced 
each of the potential stressors to establish an understanding of the level of demand 
placed upon tutor-teachers in this study. The implication of this measure being that the 
more often a particular stressor was experienced the higher the level of stimulation in 
that area might be and the greater the potential for a stressful response to be 
experienced.
In this research the most frequently occurring type of stressor appears to be associated 
with “Problems related to hassles at work” with “problems related to pupil’s academic 
achievement” reportedly the second most frequently reported problem. The remaining 
four stressors occur in the following order: problems related to “administration”, 
“pupils”, “pupil’s parent” and “job-dissatisfaction”. It seems interesting that “hassles 
at work” appear to be the most frequently reported stressors but it could be that these 
issues prevent the tutor-teachers from focusing on issues of more importance to them 
such as the next most frequently reported stressor, “pupils’ academic achievement.
The six factors revealed in this research were largely similar to previous research in this 
area in Taiwan (e.g., Kao, 1989; Hwang, 1989), and in other western studies (e.g., 
Kyriacou & Sutcliffe, 1978a; 1978b; Kyriacou, 2000). However, some problems, 
specific to tutor-teachers, not previously captured in earlier research were also
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identified such as the importance of “Unreasonable social expectation”. This provided 
evidence to support the view that a measure specific to the target population was 
required.
In Taiwan, Lin (1993) in his study of junior high school teachers found that 41.3% of 
junior high school teachers reported pupils’ misbehaviour as the most frequently 
reported stressor in schools and 26.5% of junior high school teachers reported work 
overload as the second most frequent stressor. Kuo (1990) stated that the “relationship 
with administration” and “work overload” were the key sources of teacher stress. 
Hwang and Cheng (1989) identified “academic demands”, “relationship with 
administrators” as the main sources of stress among 734 junior high school teachers. 
Tsai (1985) reported six key sources of teacher stress in 20 Taipei county junior high 
schools; the administrator-teacher professional relationship was an important source of 
stress for both curriculum teacher and tutor-teacher.
In Western countries, Kyriacou (2000) identified “time pressure and workload”, 
“administration and management”, and “being evaluated by others” as the most 
frequently reported sources of teacher stress. Blix et al. (1994) conducted a study in 
which 158 university teachers were questioned about job dissatisfaction. They found 
that teachers who reported less satisfaction with teaching as a career were more likely to 
feel burned out and ready to consider changing jobs to escape the stress at work. Turk et 
a l (1982) reviewed 49 teacher stress related articles and found that “relationships with 
parents”, “inadequate salary”, and “inadequacy of training” were a source of significant 
stress for teachers. Litt and Turk (1985) conducted a survey of 291 experienced public 
high school teachers to identify sources of stress and dissatisfaction that may induce 
teachers to leave teaching.
These results suggest that the role teachers perceived for themselves and the school 
climate, particularly relationships with administrators might be extremely important in 
predicting job stress. Lawrence et al. (1977) focused their attention on disruptive 
behaviour occurring in one particular secondary school in London. They argued that 
their study corroborated the findings of Dunham (1976) that stress was not confined to 
probationers but might be felt by teachers of all degrees of experience and furthermore
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their study made it clear that disruptive behaviour was an important area of potential 
stress for many teachers.
Tsai (1985), in his study of 501 teachers from 20 junior high schools in Taipei County 
in Taiwan, found that of the three types of junior high school teacher tutor-teachers 
reported higher levels of stress around issues to do with students’ academic learning and 
pupils’ misbehaviour than the other two types of teachers. Like many other studies (e.g., 
Turk et a l, 1982), Tsai found that problems with pupils’ parents were universal amongst 
teachers. For tutor-teachers, however, this type of problem was made worse by the fact 
their role gave parents the right to contact them at home out of school hours to discuss 
the performance/problems of their children (reported in ch4). This could heighten what 
for many was already a serious cause of stress. These reasons lend weight to the 
suggestion that research into teacher stress in Taiwan should not adopt a blanket 
approach because the different types of teachers in this system face different stressors in 
their daily lives.
Another aspect of appraisal in the transactional model of stress is the constant 
monitoring by an individual of their ability to cope with the demands they face 
measured in terms of the coping strategies they have at their disposal to use. The 
second measure adopted for use in this phase of the research project was a “Ways of 
Coping Questionnaire” originally developed by Folkman & Lazarus (1988) to identify 
the types of coping strategy participants might use to manage stressful situations that 
they might encounter in their working life. This measure was used both to identify the 
strategies used by participants and to provide an indication of potential skill gaps that 
might limit the ability of participants to cope with the demands they faced.
In the past, investigators using the WCQ measure have frequently found a different 
number of key factors on analysis depending on the sample and the particular number of 
items selected (Parker & Endler, 1992; Tennen & Herzberger, 1985). As a result of this, 
Tennen and Herzberger (1985) have advocated that researchers should always conduct 
their own factor analysis to identify the key factors relevant to their own sample when 
analysing results obtained using the WCQ. In this research, 44 items (24 to 68) were 
removed from the original WCQ because their structural coefficients were smaller than
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± .30. The remaining items could be categorised into four underlying factors: “seeking 
social support”, “self-controlling”, “planful problem solving”, and “positive 
reappraisal”. The alpha coefficient of these four factors was recorded (Table 5.2.4) and 
the results suggest that items were all addressing the same concept and had an 
acceptable level of reliability.
The four factors that were identified in this research were consistent with those found 
by Folkman & Lazarus (1988) in their original development of this measure although 
many other items had to be removed from the WCQ in this study because they did not 
appear to be relevant to the subject population. The excluded items represent what 
Folkman & Lazarus described as negative coping strategies such as “confirontive 
coping”, “distancing”, “accepting responsibility”, and “escape-avoidance”. The mean 
scales for these excluded items were quite low but the variance between the scores was 
still high. The low mean score suggests that the majority of respondents either never 
used the excluded strategies or only seldom used them. A minority of respondents 
however appear to have used these techniques frequently, thus scoring highly for these 
particular items. This would account for the high variance in scores that was recorded. 
Research by Kuo (1989, 1990), Hwang (1989), and Mao (1994) has also reported that 
negative coping strategies such as avoidance, escape, don’t tend to be used by the 
majority of teachers in Taiwan.
Negative coping strategies have reportedly been used by teachers in Western cultures, 
Salo (1995) conducted a longitudinal study of 70 secondary school teachers in Finland 
and explored six types of strategies teachers’ used to cope with stress. Two of these 
were negative coping strategies (‘avoidance of thinking’, and ‘the use of food, alcohol 
or tobacco’). Griffith et al. (1999) conducted a research on 780 primary and secondary 
school teachers and also discovered two negative coping strategies (‘Disengagement’ 
and ‘suppression of competing behaviour’).
Cultural issues might have a role to play in the different findings between Western and 
Eastern teachers. The four coping strategies not found in this research represent 
behaviours that would be considered culturally inappropriate for the participants taking 
part in this research. According to Folkman & Lazarus (1988) “confrontive coping”
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involves the use of “aggressive efforts to alter the situation”. This approach could 
involve some degree of hostility and risk-taking behaviour. In Taiwan, tutor-teachers 
would be unlikely to use “confrontive coping” as a strategy for managing stress because 
it involves too much risk. Adopting a hostile approach to dealing with pupils’ 
misbehaviour is not an acceptable behaviour for most people in Taiwan and particularly 
not for a teacher. If such a strategy were to be applied it could lead to trouble from 
parents, the administration in the school and at worst could lead to loss of their position 
in the school.
The coping strategy, “distancing”, describes cognitive efforts to detach oneself from the 
source of stress and to minimize the significance of the situation. This technique is also 
unlikely to be used by tutor-teachers in Taiwanese schools because this approach is too 
passive. It concentrates on helping tutor-teachers to feel better but does nothing to 
provide practical solutions to problems being faced. Tutor-teachers in Taiwan are 
supposed to sort out problems. The position of “tutor-teacher” in a Taiwanese school is 
seen as a very responsible job and people employed in these positions are expected to be 
able to react immediately to sort out things that happen. In addition, tutor-teachers in 
Taiwanese schools are expected to provide a role model for their pupils. If they just left 
the problem but did nothing about it, this could set a bad example to pupils, pupils might 
even think the tutor-teacher was untrustworthy.
The coping strategy of “accepting responsibility” involves acknowledging one’s own 
role in the problem with a concomitant theme of trying to put things right and 
“escape-avoidance” involves wishful thinking with behavioural efforts to escape or 
avoid the problem. These strategies are, again, not appropriate for tutor-teachers in 
Taiwan. “Accepting responsibility” is not generally seen as a useful way for 
tutor-teachers in this study to deal with their stress because many of the most stressful 
events reported in the research were not caused by the tutor-teachers’ behaviour. For 
example, in this research “problems related to pupil’s academic achievement” were 
reported to be one of the most stressful events for tutor-teachers. In many cases, the 
only thing tutor-teachers could do to ensure acceptable pupil’s academic performance 
was to try their best to teach their pupils, whether the desired results were achieved was 
largely dependent upon pupils’ effort and intelligence. Also, in the area of pupils’
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misbehaviour, the degree to which this was the tutor-teachers’ responsibility was 
limited. The most likely reasons for pupil misbehaviour were often seen as resulting 
from family problems. Tutor-teachers in the earlier qualitative stage (Chapter 4) of this 
study reported that they thought pupils’ parents should take big responsibility for pupils’ 
misbehaviour. From this it can be seen that “accepting responsibility” for things outside 
of one’s control is not considered likely to be a constructive means of coping with stress 
by tutor-teachers in Taiwan. Similarly, “escape-avoidance” is unlikely to be considered 
to be an appropriate means of coping with stress by tutor-teachers in Taiwan because 
avoiding the problem does nothing to find a solution. It is impossible to escape from the 
sort of problems faced by tutor-teachers because they tend to exert a large influence on 
tutor-teacher’s job, e.g., “pupil’s academic achievement”, “pupil’s parents”, or 
“administration”.
The four coping strategies that were found to be used by tutor-teachers in this research 
were generally considered to represent “positive” strategies for dealing with stressors 
that should be encouraged. Using the Folkman & Lazarus’ (1988) category system, 
these strategies were further categorised into Emotion-Focused Strategies and 
Problem-Focused Strategies.
“Positive reappraisal” and “Self-control” were identified as emotion-focused coping 
strategies that focused on personal growth or regulating one’s feelings and actions. 
“Planful problem solving” was identified as a problem-focused coping strategy that 
aimed to alter the situation to help solve the problem.
“Seeking social support” was identified as both an emotion-focused and 
problem-focused coping strategy because aspects of seeking social support addressed 
different issues: “seeking tangible support” and “seeking emotional support”. Seeking 
tangible support aimed to use consultations with others to provide a solution to a 
problem whilst seeking emotional support attempted to alleviate the symptoms of stress 
by talking problems through with other people without expecting to find a solution.
It had been intended to use the WCQ to see if it would be possible to detect changes in 
ways of coping after stress management training. However there were worries that
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removing so many items could change the psychometric characteristics of the modified 
WCQ and this could reduce the effectiveness of the measure. It was decided therefore 
that the modified WCQ would not be used in the final phase of this study to assess 
changes in coping strategies used. However, the information gathered from the results 
of this questionnaire regarding the coping strategies tutor-teachers used most often was 
used to help determine whether tutor-teachers might benefit from a stress management 
programme and, if so, what coping techniques should be included in such a programme.
Attempts were made to investigate whether correlations existed between the frequency 
with which the key stressors were reported and the frequency with which particular 
coping strategies were employed. Only limited positive correlations were found, the 
factor “hassles at work” was only positively correlated with “planful problem solving” 
which suggests that the more participants experienced hassles at work, the more they 
made use of planful problem solving strategies. Positive reappraisal was positively 
correlated with all of the key stress factors except job dissatisfaction. This suggests that 
positive reappraisal was a popular coping strategy for participants to employ as the 
frequency of particular stressors increased. However, these correlations were weak and 
provide little indication regarding the success of a particular approach.
Positive reappraisal is supposedly a key factor in the management of stress but for the 
participants in this study it doesn’t appear to have reduced the reported frequency of 
particular stressors. Studies by various researchers (Decker & Borgen, 1993; Violanti, 
1992; Menaghan & Merves, 1984), have found that problem-focused coping strategies 
could be more effective than emotion-focused coping strategies for dealing with stress. 
Violanti (1992) studied the coping strategies of police recruits undergoing training and 
found that lower levels of strain were associated with using planful problem solving as a 
coping strategy, but higher levels of strain were related to the use of emotion-focused 
coping strategies.
The third questionnaire administered for this phase of research was used to identify the 
type of skill gaps that participants perceived might constrain their ability to cope with 
the stressors they faced. The participants were asked to indicate the type of stress 
management programme they would find most useful to help them address any
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shortcomings they might have in the range of coping skills available to them. 
Participants reported that “Emotion Management”, “Counselling Skill”, and 
“Communication Skills ” training would be of use to them, the first two programmes 
were also requested by participants in the interview phase of this study (Chapter 4). 
Participants reported that they would like to learn how to manage their emotions 
because this would help them deal with situations where self-control might be required. 
This type of programme was also desired to help participants to deal with their 
work/home problems (such as the inability to leave problems behind when they left 
work). Participants also reported that they would like to improve their helping skills to 
help with pupils to deal with problems which is also the major part of tutor-teachers’job. 
Research by Turk et a l (1982), has suggested that a communications skills programme 
is essential to foster a collaborative atmosphere between teachers and administrators 
and pupils’ parents.
The findings from this phase of research did help in the development of an 
understanding of the level of stimulation experienced by tutor-teachers. It has also been 
able to identify the coping strategies reportedly used by the participants and areas where 
lack of knowledge might constrain their ability to deal with certain situations.
Having identified the areas where lack of knowledge might constrain individuals’ 
ability to deal with certain situation a stress management was developed to teach 
participants how to use the skills they already possess, such as positive reappraisal and 
problem solving more effectively. Other strategies known to be effective when dealing 
with stressful situations would also be included to broaden the range of skills available 
to them. In response to participants’ requests education regarding the importance of a 
supportive environment for both learning and coping with stress was also incorporated 
into to the stress management programme designed to help tutor-teachers manage their 
stress more effectively.
It was decided to use a small group discussion approach for the stress management 
programme in which participants could learn how to express their feelings, share their 
problems, and communicate with others in a non-threatening and supportive 
environment. This approach was considered to be an important means of encouraging
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participants to develop coping strategies that encouraged them to talk about the issues 
bothering them with others who had shared similar experiences, something that they did 
not appear to do prior to the training. And also this programme should focus on 
teaching individuals to deal with their emotions when they face stress.
Findings from WCQ and the preferred training programme list suggest that the type of 
training programme required for the tutor-teachers in Taiwan should involve elements 
of education and practical training. The practical training would to help them develop 
coping skills that may be missing from their repertoire and a certain amount of 
theoretical education could be used to teach them more about emotions, how they occur 
and the influence they may have on their experience of stress. Meichenbaum (1985) 
developed a framework for the development of “Stress Inoculation Training (SIT)” 
programmes that is particularly suitable for this research project. His framework uses 
the reciprocal determinism process (both the individual and the environment are 
believed to influence stress responses) and is a multi-component coping-skills training 
package (because stressors come in various forms and also because human behaviour is 
viewed as complex and multiply determined) (for more detail see chapter 3).
The structure of the Meichenbaum framework includes three phases: (cognitive 
preparation (or education), skill acquisition and application. The education phase is 
used to teach participants about the principals and causes of stress. The skills 
acquisition phase allows researchers to choose from a list of techniques depending upon 
the needs of the target population and the application phase allows participants to 
practice their newfound skills so that they become comfortable with using them.
On the basis of the questionnaire findings, it was decided that the SIT model to be used 
in phase three of this research should include training using self-instruction techniques 
to encourage participants to use positive reappraisal appropriately to allow stressful 
events to be positively re-appraised. This approach was adopted because findings from 
this study suggested that although positive reappraisal was the most frequently used 
coping strategy individuals seemed try to apply this to situations not suited to this 
technique which appeared to cause them to experience more stress rather than less. 
Problem-solving techniques were included in the proposed SIT programme to
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encourage individuals to systematically analyse stressful situations and develop plans 
to help them overcome and manage their stress arousal. Problem solving techniques 
were effectively used by participants in this study but as these are believed to be a key 
element of stress management it was felt important to import new problem solving 
techniques that could broaden the range of techniques available to participants. 
Brainstorming techniques were included in the SIT as a tool of self-exploration. 
Sharing experiences with group members, who had had the same experiences, could 
help participants with the development of social support skills. Few participants 
reported using social support in this study even though it has been shown to be able to 
moderate people’s feeling of stress (e.g. Taylor, 1999), and to develop skills to enable 
participants to communicate more effectively with others (the communication 
programme was reported as the second most preferred training programme for 
participants in this study.
This approach to helping individuals manage their stress more effectively has been 
adapted for use with a variety of other clinical problems in both individual and group 
treatment formats in Western countries. Problems addressed using this approach 
include reducing absenteeism (Murphy & Sorensen, 1988), stress (Cecil, 1990), anxiety 
(Jaremko, 1980b; Kennerley, 1990; Foa, 1997, 1999) and anger reactions (Novaco, 
1977a; 1977b, 1980; O’Neill, 1999). It has also been used with teachers, nurses, public 
employees, managers, and police officers. It was therefore felt that this was a useful 
approach to adopt for use with tutor-teachers in junior high schools in Taiwan.
In this study no information was available regarding the use of negative coping 
strategies so the stress management proposed for use with the tutor-teachers could only 
focus on teaching how to use positive coping strategies more effectively, hi future 
studies if information regarding negative coping strategies was available the stress 
management programme developed in response to the needs of the participants could 
provide education regarding how to reduce the detrimental effects of such coping 
strategies.
The three main elements identified for use in this stress management programme are 
also key elements of stress management identified in the transactional model of stress.
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In this model it is suggested that improving individuals’ self-efficacy by teaching the 
appropriate coping strategies can modify the impact of stress. The stress management 
programme developed for use in phase three of this study was used to investigate this 
claim.
Kyriacou (2000) has suggested the teachers’ personality traits should be considered 
when talking about effectively dealing with stress because they can influence both the 
impact of stress and the coping strategies an individual may choose to use. Kyriacou 
has suggested that personality traits may influence a person’s perception of job 
demands and pressures. Also people may vary in the amount of control that they can 
exercise over any situation, not only as a function of that situation but also as a function 
of their belief about control. Thirdly, people may vary in their need for social support 
and the skills that they have for exploiting such support, and in their perception of 
support. Finally, the stress-strain relationship may be moderated by personality traits 
not only in primary and secondary appraisal but also in coping behaviour and emotional 
and physiological response tendencies, latencies and patterns.
Phase three of this research project was also used to investigate the impact of 
personality traits on the effectiveness of the stress management programme. The traits 
of Negative affectivity and Optimism were targeted in this research because they have 
both been reported by researchers (e.g., Borg, 1993, Fogarty, et al., 1999, van Dick & 
Wagner, 2001) to be important factors in the way in which individuals experience stress.
Having established that the findings of the TJSQ were largely consistent with other 
research in the area (e.g., Mao, 1995; Blix, 1994) and that the internal reliability and 
face validity of the measure was high, the TJSQ was used in phase three to assess any 
changes in the frequency of stressor reported by participants during the experimental 
period. To assess changes in the way in which participants’ view their ability to cope, 
an additional scale was added to the TJSQ for phase three of this study (perceived 
self-efficacy). It was hoped that this scale would provide an indication of the perceived 
effectiveness of the intervention programme. The SIT programme and intervention 
study is discussed in more detail in Chapter 6.
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CHAPTER 6. INTERVENTION PHASE
“The Effectiveness of a Stress Management Programme for 
Junior High School Tutor-teachers in Taiwan”
6.1 Intervention Method
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Findings from phase two of this study helped to clarify the key stressors faced by 
tutor-teachers in Taiwan. It also identified that Taiwanese tutor-teachers do seem to 
possess and make use of some of the stress coping strategies they theoretically need to 
manage these stressors. The stress management programme questionnaire identified 
that skills that participants did not possess that might help them cope more effectively 
with the stressors they faced.
The transactional model of stress suggests that changes in the way in which an 
individual perceives stress and copes with it requires an educative approach and the 
findings in phase two reinforce the point made by Salo (1995) that just because an 
individual has certain coping strategies doesn’t necessarily mean they will use them 
appropriately.
Many of the participants in phase two were aware that there were areas in which their 
coping skills were limited. The third questionnaire used in phase two of research asked 
participants to identify the type of stress management programme they might most 
benefit from. “Emotion Management”, “Counselling Skill Training” and 
“Communication Skill Training” were all identified as areas of importance to the 
participants. The findings in phase two of this project also highlighted certain types of 
coping strategies that the participants didn’t appear to use that could be key to the 
successful management of stress in the type of situations that the tutor-teachers tend to 
face. This included coping strategies such as “seeking social support” and using “self 
control”. The coping strategy of “positive reappraisal” seemed to be overused by some 
participants but this approach did not appear to help to reduce the reported frequency of 
certain stressful situations.
From these results a picture emerged of areas of knowledge that required improvement 
and a stress management programme was developed from these findings to provide the 
basis for an investigation of whether improving individuals’ self-efficacy by teaching 
the appropriate coping strategies can modify the impact of stress on their working lives.
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When investigating whether improving individuals’ self-efficacy through education can 
modify the impact of stress on their working lives it must be remembered that, as the 
Transactional model of stress suggests, there are certain personality traits that can 
moderate the relationship between stressors and stress outcomes. Kyriacou (2000) has 
suggested that personality traits might influence a person’s perception of job demands 
and pressures and also affect the tendency of stress coping patterns (discussed in 
Chapter 2 & 5.3). Watson and Clark (1984), Iverson et al. (1998) and Fogarty et a l 
(1999) have found that individuals high in negative affectivity (NA) are more likely to 
experience psychological distress and physiological problems than individuals with low 
negative affectivity (Chapter 2). The trait of Optimism has also been found to act as a 
moderator between environmental encounters and stress, (Chang, 1998; Mao, 1994). 
Reker & Wong (1983) have reported that optimists tend to have fewer physical and 
psychological symptoms than pessimists (Chapter 2). Both of these traits appear to 
influence the way in which an individual perceives their environment. Measures of NA 
and optimism have been included in this study to examine the way in which personality 
factors such as these might impact upon the effectiveness of a stress management 
programme.
As discussed in chapter 5.3, Meichenbaum’s (1985) “Stress Inoculation Training (SIT)” 
method provided a particularly appropriate type of stress management programme for a 
number of reasons. Meichenbaum’s approach recommends that elements of a stress 
management programme should be determined by the needs of the participants and 
provided an outline of methods from which a researcher could choose. His 
methodology makes use of the reciprocal determinism process and is a 
multi-component coping-skills training package, both of these elements are believed to 
be important to make the training programme more effective (Holroyd & Lazarus, 1982; 
Maynard et a l, 1998).
The SIT approach used in phase three is based upon the concept of the Transactional 
model of stress (Lazarus & Folkman, 1984). This proposes that the nature of stress 
experienced by an individual is determined by how that person appraises their 
environment (primary appraisal) and the coping resources (secondary appraisal) they
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use to respond to situations they experience.
The main aims for this phase of research were:
(i) To investigate the effectiveness of the SIT programme for improving feelings of 
self-efficacy and reducing psychological and physiological symptoms of stress. 
Changes in the “TJSQ- Perceived self-efficacy (SE)” scores for participants before 
and after receiving the Stress Inoculation Training (SIT) programme were 
measured to evaluate this. It was expected that improvements in self-efficacy 
scores would be reflected in reductions in psychological and physiological 
symptoms with larger reductions in symptoms from participants who recorded 
large changes in their self-efficacy scores. One assumption of SIT is that it is 
changes in efficacy beliefs that lead to reductions in stress we therefore do not 
expect improvements in stress outcomes for people whose efficacy levels go down 
or do not change.
(ii) The second aim of this phase of research was to investigate the moderating 
effect of the personality trait, NA, on the effectiveness of the SIT programme. The 
SIT programme was intended to bring about modifications in how participants 
perceive certain stressors. It was expected that participants high on NA would 
report more significant reductions in psychological and physiological problems 
than the low NA participants because their perceptions had more scope for change 
than participants with low NA. For the purposes of this study NA is conceptualised 
as a relatively stable trait as suggested by Watson and Clark (1984). Changes in 
reported levels of psychological distress and physiological ill health were used to 
evaluate this.
(iii) The third issue to be investigated in this phase of research was the moderating 
role played by optimism/pessimism on the effectiveness of the SIT programme. It 
was expected that participants with low scores on the optimism scale would show 
greater reductions in the reported psychological and physiological distress after 
receiving SIT training than the highly optimistic participants because the 
techniques taught in the SIT programme should help the more pessimistic 
participants adopt a more positive attitude about their ability to cope with the 
stressors they face. For the purposes of this study optimism is conceptualised as a
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relatively stable trait as suggested by Scheier & Carver (1985; 1992). Changes in 
levels of reported psychological distress and physiological ill health were also used 
to evaluate this.
6.1.1 Ethical Approval
Ethical approval for this research was sought before starting the programme from the 
Advisory Committee on ethics in University of Surrey.
Three ethical issues were considered when planning the research. Firstly, all 
participants were given information sheets and consent forms before attending the 
training programme. Participants were informed that their responses were recorded by 
number only, to help maintain their anonymity. They were also reassured that, no one, 
except the researcher, could obtain and use the individual information they provided.
Secondly, in order to ensure confidentiality within the groups, ground rules about 
confidentiality were set up in the first session. Participants were asked not discuss any 
issues emerging during the group sessions with anyone outside the group and 
participants were told they did not have to reveal anything they did not want to during 
the group. Finally, participants were told that they could ask for confidential advice 
from the researcher regarding other sources of professional help (e.g., counsellor) if 
required. Also they were informed that they could withdraw from the programme at 
any time.
6.1.2 Design
The stress reduction programme developed to investigate these issues consisted of a 
mixed measures design and was conducted over a period of 8 weeks. The study was 
restricted to 8 weeks by the Taipei Education Bureau who would only allow access to 
participants for this length of time.
Participants involved in the research were split into two groups. During the first four 
weeks of the programme half of the participants received a 4-week SIT programme
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(SIT group) whilst the remaining half had no treatment (WAIT group). A “no 
treatment” control group was not used in this research for ethical reasons. It was not 
considered ethical to encourage people to join a programme that presented itself as 
aiming to help them deal with stress and then do nothing to help them.
The WAIT group was used as a control group to test whether any changes in reported 
stress level after the SIT programme had been administered to the SIT group could be 
attributed to a third unrelated variable, such as the school cycle (Long, 1987). During 
the second 4-week period the SIT group received no further treatment to provide a 
follow-up period whilst the WAIT group received the 4-week SIT programme.
All participants were assessed at Time 1 (start of the research), at Time 2 (4 weeks after 
start of the research) and at Time 3 (8 weeks after the start of the research) to monitor 
any potential changes in reported stress related psychological and physiological 
symptoms.
SIT (Stress Inoculation Training) Programme Group (n =  40)
There were 40 participants in each group and it was decided to split the group into two 
smaller groups because the researcher felt it would be difficult to observe the interaction 
between group members in one single large group. Twenty participants therefore 
attended the SIT programme on Tuesday nights, and twenty attended on Wednesday 
nights. Each session ran from 18:30 to 20:00.
A week before the initial treatment session, pre-test questionnaires were posted to all 
participants and they were asked to return the completed questionnaires when they 
attended the first treatment session. On the last day of the treatment, participants were 
asked to complete the post-test questionnaire. Four weeks after the programme was 
completed, a follow-up questionnaire was posted to participants with a stamped 
addressed envelope, and they were asked to complete and return these to the researcher.
This design for the SIT group is shown below:
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'2 T3
Pre-test Q SIT Post-test Q No treatment Follow-up Q
WAIT Group (n =40)
The WAIT group received no training for 4 weeks. After the 4-week wait, the members 
of the WAIT group received the SIT programme in the same way as the SIT group.
Pre-test questionnaires were sent out to the WAIT group at the same time as for the SIT 
group. Post-test questionnaires (T2) were sent at the end of the 4-week waiting period 
and were brought back at the first treatment session. The SIT programme was then 
administered to the WAIT group. On the last day of treatment, the WAIT group was 
administered the post-test questionnaire (T3).
This design for the WAIT group is shown below:
Week 0 W eek 1-4 W eek 5 - 8
T1 T2 T3
Pre-test Q No treatment Post-test Q SIT Post-test Q
6.1.3 The Specific Design of the SIT Programme Used in this 
Research
The SIT was made up of three components: cognitive preparation phase (or education 
phase), skill acquisition phase and an application phase. Meichenbaum (1985) 
suggested a list of techniques that could be used for this kind of training programme 
(Chapter 3). This suggests that SIT researchers should choose programme elements 
depending upon the needs of the subject group. As the main aim of this research was to 
investigate whether individuals’ perception of their ability on coping with stress 
(self-efficacy) could be changed through education, the techniques used in the SIT 
programme for this research focused upon teaching participants how to reappraise
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situations and adopt alternative approaches to problem solving. The specific techniques 
used were selected on the basis of the information gathered from phase two of this study 
(discussed in chapter 5.3). There was no information available regarding the use of 
negative coping strategies in phase two of this study, as a result the stress management 
proposed for use with the tutor-teachers could only focus on teaching how to use 
positive coping strategies (e.g. “positive reappraisal” and “planful problem solving”) 
more effectively.
6.1.3.1 The Cognitive Component-Providing a Conceptual Framework
The first phase of the SIT programme, cognitive preparation phase, was designed to 
help participants to develop a conceptual framework that they could use to understand 
the nature of their stressful reactions.
Phase two of this study found that participants were most likely to use the coping 
strategy of “positive reappraisal” to deal with the issues they face and that the area in 
which they felt they needed most help was in emotional management. In response to 
these findings it was decided to use the ABC Model developed by Ellis (1962) as the 
theoretical concept for understanding. This model explains how emotions occur, how 
the way participants currently appraise their environment might produce negative 
responses and what outcomes might happen if positive reappraisal techniques were 
applied (Booklet 1 and Homework 1; Appendix 16 (English version) & 17(Chinese 
version)). The ABC model was explained in detail in chapter 3.
6.1.3.2 Skill Acquisition Stage
The skill acquisition stage of the SIT programme encouraged participants to learn 
techniques to help them respond more effectively in situations in which previous coping 
responses had proved to be inadequate. Three techniques were taught in this research: 
self-instruction, problem-solving, and relaxation techniques.
Self-instruction
Self instruction techniques were used in the SIT programme to enhance the effects of
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the ABC Model by providing a list of positive-statements to encourage the development 
of rational beliefs. The positive self-statements used in this programme were developed 
by Novaco (1975) to help teach participants how to alter potentially maladaptive 
self-statements, images, and feelings that they might have, which could interfere with 
their adaptive functioning (Booklet 6, Appendix 16 (English version) & 17(Chinese 
version)). Novaco suggested that when faced with provocation, positive self-statements 
could help individuals “cool o ff’ which could reduce negative emotions (mood 
induction). Ellis’s model also identified the value of this technique.
In this research the self-statements used were designed to reduce the frequency and/or 
impact of maladaptive cognitions (e.g., distorted interpretations, unwarranted 
catastrophic anticipations, self-denigrating ideation) and disruptive feelings (e.g., 
anxiety, depression, and hopelessness) that might interfere with effective coping. At 
the same time, attempts were made to promote adaptive cognitions to help participants 
to cope (e.g., a problem-solving approach, facilitative self-regulatory cues, sense of 
morale, and optimism).
Self-instruction techniques help to teach participants to look at the positive aspects of a 
threatening situation and to use positive self-statements to challenge irrational beliefs 
(Novaco, 1975). One way of doing this is through the use of self-dialogue (talking to 
oneself) when preparing for known stressors, when confronting and handling a stressful 
event, when feeling overwhelmed with stress, and, finally, reflecting on the coping 
effort made. This can help to counter negative self-statements which tend to make a 
threatening situation even worse. Using positive self-statements can prove to be helpful 
in assisting participants to focus on the present, to take things as they come rather than 
considering negative future consequences (e.g., “What if something terrible happens?”) 
and to manage the stressors they face much better.
A detailed description of how the self-statements were incorporated into the SIT 
programme was included in Appendix 13-16.
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Problem Solving
The skill of effective problem-solving (see chapter 3) was taught to participants in the 
SIT as a type of coping strategy that could be used to help individuals systematically 
analyse their stress arousal. By identifying the problem objectively, considering 
possible responses, weighing up the consequences of each alternative and 
implementing the best one, then evaluating the outcome, problem solving techniques 
have been shown to be an effective means of mediating stress problems. Meichenbaum 
(1985, p.67) suggested an approach to teaching problem-solving techniques using the 
following steps:
Define the stressor or stress reactions as a problem to be solved,
1. Set realistic goals as concretely as possible by stating the problem in behavioural 
terms and by delineating steps necessary to reach each goal,
2. Generate a wide range of possible alternative courses of action,
3. Imagine and consider how others might respond if asked to deal with a similar
stress problem,
4. Evaluate the pros and cons of each proposed solution and rank order the solutions 
from least to most practical and desirable,
5. Rehearse strategies and behaviours by means of imagery, behavioural rehearsal, 
and graduated practice,
6. Try out the most acceptable and feasible solution,
7. Expect some failures, but reward self for having tried,
8. Reconsider the original problem in light of the attempt at problem solving.
The use of problem solving techniques has been recognised as a key form of stress
coping strategy by many researchers (e.g., Garcia-Vera et al. (1997 & 1998). Many, but 
not all participants, in phase two of this study reported using problem-solving 
techniques to cope with the stressors they face in their daily life. It was therefore 
decided to teach participants Meichenbaum’s approach to problem solving during the 
skills acquisition phase of the SIT programme to increase the range of practical skills 
available to all participants.
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Relaxation
The use of problem solving techniques cannot deal with all types of stress faced by 
tutor-teachers. Some problems just cannot be “solved”. In such situations, being able 
to recognise this and learn to relax in spite of the stressors can help to reduce the impact 
of stress quite dramatically. A simple technique to encourage relaxation is known as the 
progressive relaxation technique.
Arousal is governed by the autonomic nervous system. The action of this system is 
involuntary and designed to enable us to survive. Progressive relaxation techniques 
(see ch3) were taught in the SIT programme to help participants recognise tension in 
their body and then to relax, thereby reducing their physiological arousal and stress. 
Some other skills such as self-monitoring using cognitive-behavioural diaries and 
self-instruction were also taught to participants to help them become aware of the 
aspects of strain (on cognition, physiology and behaviour) in their lifestyles and to 
provide them with a focus for their relaxation attempts.
6.1.3.3 Application Stage
Once the appropriate skills had been taught, the third stage of the SIT programme gave 
participants an opportunity to practice and become comfortable using the techniques 
they’d learned. Role-play and homework tasks were used for this purpose. Participants 
were asked produce their homework for “marking” at subsequent training sessions as a 
means of ensuring that practice did take place. Participants were asked to keep diaries 
to build up a picture of the stress patterns they faced and provide a method of learning 
how to identify the potential triggers of stress.
Homework was returned to participants to provide positive feedback for the next 
session. Positive feedback is an important factor to enhance the effectiveness of the SIT 
treatment. Cassens ef al. (1988) pointed out the importance of positive feedback. They 
investigated the interaction between stress inoculation training and pain tolerance on 60 
female undergraduates. Participants were assigned to 1 of 3 training conditions 
(relaxation, cognitive coping skills, and pain-irrelevant control), with or without 
positive feedback, before they participated in a cold pressor task. Findings suggested
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that the combination of feedback and relaxation or cognitive training procedures 
increased tolerance and reduced pain ratings.
6.1.4 Procedures for the Stress Intervention Training
All participants were contacted a week before the start of the research programme when 
a pre-test questionnaire pack was sent from the researcher. The SIT group participants 
were told where the programme would be held, in Chen-Chu University, straight away 
and were asked to bring the pre-test questionnaire with them on their first attending day. 
The WAIT group were informed that their programme would begin in four weeks’ time 
and they were asked to return their pre-test questionnaire to the researcher using the 
stamped envelope provided. They were also informed that they would receive another 
questionnaire (post-test questionnaire) four weeks later that they would need to 
complete and bring with them when they attended their first day of attendance at the SIT 
programme. The SIT group were also given a second questionnaire to complete at the 
end of their SIT programme which they were asked to return to the researcher in the 
envelope provided.
A normal teaching room with air-conditioning was used for the SIT programmes. It 
was chosen for its ease of access, being close to the entrance of the university.
The programme was presented in a session-by-session format. Each session followed 
the same format. All sessions began with a review of the previous session; all sessions 
ended with a review of the session; and participants were asked to practice on their own 
what they learned at each session. In each session appropriate handouts and homework 
were given to participants to practice the techniques learned during the session 
(Appendix 16 (English version) & 17 (Chinese version).) Detailed scripts for each 
session can be found in Appendix 15. All of the sessions were designed to follow the 
framework developed by Meichenbaum (1985).
Session one: Self Awareness
This session was used to help participants get to know the other group members, to feel 
comfortable in the group, and to learn how to be aware of their emotions. There were
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three elements to the session.
Warming-up and Contract
As the first meeting between the participants and the researcher, this session was used to 
set ground rules to enhance participants’ confidence in the programme. Participants 
were asked to introduce themselves to the rest of the group and to write down the ideal 
atmosphere in which they would feel most comfortable to make disclosures about 
themselves. Participants were informed about the availability of professional help if  
they felt in need of counselling etc. Each participant was provided with a folder to store 
personal data (handouts, booklet, and homework, etc) needed for the programme to give 
them a sense of ownership and participation within the programme.
Cognitive Preparation
In accordance with the first step for an SIT programme, as described by Meichenbaum, 
the cognitive preparation/education phase of the programme involved teaching 
participants about emotional awareness and differentiating between emotions. This was 
done to help them understand some of the key components of individual stress. The 
technique q îSelf-monitoring was introduced to participants to help them understand the 
role placed by their own perceptions of stress. Participants were also taught about how 
their perceptions can influence their motivation to change.
Participants were asked to identify some of the emotions they experienced relating to 
work. Once some issues had been raised the participants were arranged into four groups 
with five participants in each group to discuss the possible triggers, reactions, and 
consequences of a person’s emotions in their job. Each group was then asked to report 
their findings to the main group. The resulting brainstorming session was used to 
produce definitions for each type of emotion discussed (Booklet 1, from Lazarus, 1991) 
in preparation for session 2 when they would be taught about the Ellis ‘ABC’ model of 
emotions management.
Application of Learned Skills
To help participants apply the skills learned in Session 1, the homework for this session
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involved keeping a 7-day self-recording emotion dairy (Homework 1) to improve 
participant’s self-awareness of his/her emotions.
Session Two: ABC Model and Relaxation Techniques (Skill Consolidation 
and Acquisition Stage)
Session two focused on providing participants with more skills for dealing with stress. 
This session began the process of teaching cognitive-behavioural coping techniques 
that could be used when participants experienced a sense of stress. Three components of 
stress arousal (cognitive, physiological and behavioural) were addressed through the 
use of coping strategies in the overall SIT programme. The first of the three sessions 
focused on cognitive restructuring and physiological coping skills. Participants were 
also taught to quantify their stress so that they could develop a sense of degree of their 
stress level in varying circumstances.
The Cognitive Restructuring and Reappraisal
Ellis’s ABC Model (Ellis, 1955) was discussed in this session. The role played by 
appraisal and how changes in appraisal can lead to changes in stress reactions was 
explained to participants.
More Self-monitoring techniques were taught to participants to help them identify 
negative or “wind-up” thoughts they might have in particular situations. 
Thought-stopping techniques, such as self-instruction, were then used to teach 
participants how to arrest these wind-up thoughts and, at the same time, reduce levels of 
arousal. As irrational thoughts and unrealistic expectations were identified, individuals 
were taught Self-instruction techniques with which they could challenge or moderate 
unwanted irrational thoughts. Participants were given examples of irrational thoughts 
and unrealistic expectations (Bums’ 1990) to help them recognise and understand their 
problematic thoughts (Booklet 2.)
The Physical Coping Skills
The physiological effects of stress were explained using the “fight or flight” analogy in 
which the body reacts to a stressful event by increasing heart rate, tensing muscles,
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churning stomach and so on. Progressive muscular relaxation techniques were 
introduced in this session to teach participants how to recognise tension in the body and 
how to relax this tension away thereby helping participants to regain control of their 
bodies in stressful situations.
The technique used for the SIT programme was modified from Greenberg (1999, ChlO, 
& O’Neill, 1999) and started with calming breaths, then deep muscle relaxation on 
some areas of body (e.g., hands, shoulders, neck, jaw...etc.). A more detailed 
explanation of this procedure can be found in Booklet 3.
Quantifying and Monitoring Stress
The stress thermometer was introduced in session 2 to help individuals to quantify their 
stress. It was explained that not all stress is bad; in fact, some stress is essential to living 
a full, productive life and can even be “the spice of life” (Selye, 1974, p.83). The stress 
thermometer compares stress to body temperature and suggests that either too little or 
too much can signal trouble. Participants were taught to assign degrees to the intensity 
of the stress they were feeling from 0°C to 100°C (e.g., below 20°C for low stress, 
between 40°C and 50°C for normal stress, 70°C for high stress, and 100°C for boiling). 
When the temperature reached 70°C, it was time for techniques/coping strategies to be 
allowed to encourage the participants to “cool-off’ (Booklet 4).
Homework for session 2 required participants to use the “Stress Management Sheet” 
(Homework 2) and “Relaxation Technique Checklist” (Homework 3). The Stress 
Management Sheet was used to help participants focus upon their feelings of anger 
associated with work related stress. This sheet was modified from Ellis et al. (1997 
p. 119), and provides an application of the Ellis ABC Model. The stress thermometer 
was used to help participants focus upon and assess their feelings of anger on a scale 
that would enable them to quantify the magnitude of the feelings they had on a 
particular issue.
Participants were asked to focus on the role played by their anger rather than on a 
broader concept of stress because the interviews conducted at an earlier stage of this 
research (Chapter 4) suggested that anger management was a primary problem for
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many tutor-teachers. Participants were asked to practice their progressive relaxation 
techniques and the Relaxation Checklist homework used a scale to monitor the degree 
of relaxation felt by participants before and after these techniques everyday.
Session Three: Coping Strategies (Skill Consolidation and Acquisition Stage)
Session three was used to identify the coping strategies participants used to deal with 
job-related stress and to see what other strategies might be used/developed to sort out 
additional problems experienced by participants. Participants were encouraged to talk 
to other participants in the group and to share advice with others who had had similar 
stressful experiences in their work. Seeking social support has been found to be a 
powerful coping strategy and provided a productive way to begin the problem-solving 
process in this programme.
Brainstorming techniques were used in this session as a tool of self-exploration. By 
sharing experiences with group members, who had had the same experiences, it was 
anticipated that fresh ideas about how to deal with trouble might be revealed and that 
“blind spots” regarding particular problems might be detected. This procedure 
provided individuals with a chance to challenge their habits in dealing with problems. 
In this way the participants were not only receiving help, but were also acting as a 
helper.
Homework for this session consisted of a “Daily Stress Chart” (Homework 4) and 
continued use of the “Relaxation Technique Checklist” (Homework 5). The “Daily 
Stress Chart” was modified from Martinez (1989). He referred to an English teacher’s 
experience on managing his stress. The teacher used data from his stress profile and 
from self-observation to create a Daily Stress Chart and Thermometer. First, he 
identified major problem areas; then, for each stressor experienced he assigned degrees 
according to the intensity of the stress (5°C for mild stress, 10°C for moderate stress, 
15°C for extreme stress). When the total temperature for any one day reached 100°C, it 
was time for “cooling-off’. When his chart showed several days of high stress 
temperatures, it was time to put himself “on ice” - take a mini-vacation, to pull back in 
some areas, or to change direction.
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In this research, the stressors listed in the “Daily Stress Chart” were identified from the 
researcher’s previous work (Chapter 4 & 5). Following Martinez’s (1989) example, 
Participants were asked to assign the degree of stress on each stressor for every day then 
sum them up. By this method, participants were trained to monitor the intensity of 
stress each day in these areas. This was used to help participants to identify their major 
job-related stressors.
Session Four: Problem-solving Routines and Self-instruction (Skill 
Consolidation and Acquisition Stage)
Session 4 continued the themes of session three. Two techniques were taught in this 
session: problem-solving techniques and self-instruction. This session taught 
participants systematic techniques to help to deal with their problems. Participants were 
taught how to assess alternatives to find the best way forward with particular problems, 
and to view provocation positively. As one of the key concepts of the SIT programme, 
participants were also reminded about the importance of positive reappraisal in 
assessing stressful events, originally taught in sessions 1 and 2.
The Behavioural Coping Skills
The systematic Problem-solving approach (Booklet 5) was used to help people to 
analyse stress by identifying the problem objectively, considering possible responses, 
weighing up the consequences of each alternative and implementing the best one, and 
then evaluating the outcome.
Self-instruction
Positive self-statements were taught to participants to be used to counter “wind-up” 
thoughts using the list of positive self-statements (Booklet 6) proposed by Novaco 
(1975). Participants were encouraged to personalise the self- statements by using their 
own words. Novaco believed that if positive self-statements were used as an inner 
language in different stages of provocation, it would be possible to help oneself to “cool 
o ff’ and get things into perspective. By maintaining positive thoughts, the extent of 
negative emotions could be reduced, because as suggested by Ellis’s model, beliefs
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No homework was given at the end of the final session but time was taken to sum up 
what had been learned over the course of the programme and the participants of both 
groups were given a follow-up questionnaire to complete and return to the researcher.
A brief outline of the SIT is shown in Appendix 14 The script of each session, 
reminding the researcher what to do and say, can be found in more detail in Appendix 
15. All of the handouts and homework, provided to participants, to practice what was 
learned in the treatment sessions are attached in Appendix 16 (English version) & 17 
(Chinese Version).
6.1.5 Sample
Forty junior high schools located in the Taipei region in Taiwan were selected from a 
total of 144 junior high schools to take part in this research using a random number table. 
Twenty were selected from the 73 junior high schools in Taipei City. Twenty were 
selected from the 71 junior high schools in Taipei County. Schools were contacted by 
Chao-Yu Gau, Chief Inspector of the Taipei Education Bureau, and were asked to 
participate in the research (the confirmation letter from Mr. Gau is in Appendix 11). 
Contact and recruitment letters were also sent from Mr. Gau (see Appendix 12 (English 
version) & 13 (Chinese version)) to each school’s headmaster. The letter asked the 
headmaster to pass the information letter round the tutor-teachers and recruit at least 
two volunteers. Volunteers were asked to sign the registration form and return it to 
headmaster who then returned the registration form to the researcher using the enclosed 
stamped envelope.
Twenty of the participating schools (10 from cities and 10 from the county) were 
allocated to the SIT group; the remaining 20 (10 from each part of Taipei) were 
allocated to the WAIT group. The letters sent to the schools briefly described the 
background of the researcher, the purpose of the research, and the content of the 
programme.
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Although each school was asked for at least 2 volunteers, they could have sent more 
than two, however, no school sent more than 2 volunteers. Overall, 80 participants took 
part in the intervention programme phase.
6.1.6 Measures used to assess the effectiveness of the SIT
Kyriacou and Sutcliffe (1978) defined teacher stress as “a response of negative affect, 
usually accompanied by potentially harmful physiological changes, resulting from 
aspects of the teacher’s job and mediated by the perception that job demands are a threat 
and coping mechanisms are activated to reduce the threat” (p.2). This suggests that to 
evaluate the effectiveness of any stress management programme, measures should be 
able to assess changes in the two stress-related responses: physiological change, and 
psychological change. In this research, these responses were measured using Stress 
Physiological Symptoms (SPS) and General Health Questionnaire (GHQ).
The SIT programme was used in this research to modify participants’ perceptions of 
self-efficacy in order to help them cope more effectively with the stress they face in 
their jobs as tutor-teachers in Taiwan. The tlTutor-teachers Job-related Stressor 
Questionnaire (TJSQ)” was used to measure these changes.
In the Transactional model of stress and Kyriacou & Sutcliffe ‘s (1978) teacher stress 
model it was suggested that individual differences in personality might moderate the 
impact of stress. The PANAS and LOT measures were used in this research to 
investigate the role played by personal trait (Negative Affectivity and Optimism).
Pré-, post-, and follow-up questionnaires were administrated to participants in this 
research to evaluate the effectiveness of the programme. The pre-test questionnaires 
consisted of seven parts, (a) A cover sheet; (b) Positive and Negative Affect Schedule 
(PANAS); (c) Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ); (d) General 
Health Questionnaire (GHQ); (e) Stress Physiological Symptom (SPS); and (f) Life 
Orientation Test (LOT). The post-test and follow-up questionnaire included the TJSQ, 
GHQ, and SPS.
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The Credibility scale (C-scale, Clark & Ehlers, 1999) was given twice, once at the 
beginning of the programme with homework 1 and the second time it was given to the 
SIT group with the post-test questionnaire and to WAIT group with the follow-up 
questionnaire (after receiving the Stress Inoculation Training). All the scales used in 
the present research were translated into Chinese and then translated back into English 
by the researcher, two Taiwanese people, and an English person to ensure semantic 
equivalence. All scales used are attached in Appendix 8 (English version) and 9 
(Chinese version).
These measures are described in detail below.
(a) Cover Sheet. The cover sheet briefly explained the aims of the research and served 
to obtain informed consent from the participants, it was provided on pre-test only. 
All of the cover sheets were individually numbered and stapled on top of the 
measurement scales. Each participant was required to provide demographic data 
which included gender, age, marital status, years in teaching, years being a tutor, 
number of pupils in their class, and number of teaching staff in their school. 
Confidentiality was assured on the cover note.
(b) Tutor-teacher’s Job-related Stressor Questionnaire (TJSQ). The TJSQ was a 
35-item questionnaire developed by the researcher (see Chapter 4 and 5) as a 
measure to investigate the participant’s perception of job demands (stress) and their 
ability to deal with these. Respondents are asked to indicate, on 4-point Likert 
scale, how frequently they are bothered by each situation by circling a number from 
0 (Not Troubled) to 3 (Troubled Frequently), this score was renamed the 
“TJSQ-Perceived frequency o f stressors’’ at a later point in the analysis. 
“Bothered” was defined as how worried /anxious /upset /stressed the situation 
makes them feel. At the same time participants were also asked to indicate, on
4-point Likert scale, how easy or difficult they find it to deal with these stressors by 
circling a number from 0 (Very Easy) to 3 (Very Difficult), this score was renamed 
“TJSQ-Perceived self efficacy (SE)” at a later point in the analysis. Examples of 
items included in this questionnaire are ‘Lack of consensus on minimum standards’, 
and ‘Pupils who are not interested in studying’. This score was used in this
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research to evaluate the extent to which the intervention improved teacher’s 
perception of their ability to manage stressful situations.
As the questionnaire was being developed, in phase two of this research, it was 
found that the stressors could be divided into six sub-scales: “problems related to 
pupils’ behaviour and well-being”, “problems related to pupils’ parents”, 
“problems related to hassles at work”, “problems related to pupils’ academic 
achievement”, “problems related to administration”, and “job dissatisfaction”. 
The internal consistency of each sub-scale ranged from .73 to .77. For the whole 
“TJSQ- Perceived frequency o f stressors” the internal consistency was .78, face 
validity has also been demonstrated by the researcher (see Chapter 5.2).
The aim of this research was to assess reductions in distress as a whole rather than 
reductions in terms of the frequency of any specific stressors, therefore the global 
score for the TJSQ was used to assess any change.
To record changes in the way in which participants’ assessed their ability to cope, 
it was decided to add an additional scale ^‘TJSQ-Perceived self efficacy (SE)”) to 
the measures used. Any reductions in the perceived ability to cope with the 
stressors would be taken as an indication of the effectiveness of the SIT 
programme. The internal reliability of “TJSQ-Perceived self efficacy (SE)” was 
sought as part of the analysis in Chapter 6.2.
(c) General Health Questionnaire {GHQ; Goldberg, 1978). The aim of this 
questionnaire was to investigate psychological change under stress. The GHQ was 
a 30-item scale that asked respondents to indicate whether they had experienced a 
number of symptoms associated with poor mental health over the past few weeks 
(on the pre-test questionnaire) or last week (on the post-test and follow-up 
questionnaire). Examples of items included ‘Felt constantly under strain’, and 
‘Lost much sleep over worry’. Participants were asked to compare their recent 
experience to their usual state on a 4-point scale (0-1-2-3) of severity. Goldberg & 
Williams (1988), in the User’s Guide to the General Health Questionnaire, indicated 
that the split-half reliability of GHQ scale is .95, the internal consistency ranges
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from .84 to .93 and the test-retest reliability range from .51 to .90. Content validity 
and construct validity was also demonstrated in the User’s Guide.
As suggested in the Transactional model of stress (Lazarus & Folkman, 1985) and 
Kyriacou & Sutcliffe ‘s (1978) teacher stress model, stress is associated with 
relatively poor mental health (e.g., Cooper, 1996). The GHQ scale was used in this 
research to determine if the programme would impact on mental health (as a 
dependent variable in this research). The GHQ has also been widely used to assess 
job-related strain (e.g., Parkes, 1990) so it is considered to be a useful indicator of 
overall mental health and well-being for this research.
(d) Stress Physiological Symptoms (SPS; Greenberg, 1993). The SPS is a 39-item 
scale that asked respondents to indicate whether they had experienced a number of 
physical health problems associated with stress over the past few weeks (on the 
pre-test questionnaire) or last week (on the post-test and follow-up questionnaire). 
Examples of items include ‘Tension Headaches’, and ‘Stomachaches’. 
Participants were asked to indicate their responses using a 5-point response scale 
ranging from 0 (never) to 4 (frequently). Although the reliability and validity of 
SPS had not been sought by Greenberg, most of the items in this measure describe 
known stress related physiological responses, e.g., headaches (item 1 and 2), 
gastrointestinal symptoms (items 3, 6, 8, 24 and 33).
In the Transactional model of stress (Lazarus & Folkman, 1985) and Kyriacou & 
Sutcliffe ‘s (1978) teacher stress model stress has been associated with 
self-reported poor physiological health (Cooper & Payne, 1988; Travers & Cooper, 
1996; Guglielmi and Tatrow, 1998). On this basis, this research assumed that high 
levels of psychological stress could contribute to poor physiological health and 
reductions in levels of psychological stress brought about through education can 
lead to improvements in physiological health. The SPS scale was used in this 
questionnaire to investigate whether the SIT programme may have a beneficial 
effect on physiological health.
(e) Positive and Negative Affect Schedule (PANAS; Watson, Clark, & Tellegen,
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1988). This questionnaire was used to investigate participants’ mood-disposition. 
The PANAS was a 20-item schedule tapping into different mood dispositions. It 
comprised two major scales, namely Positive Affectivity (PA) and Negative 
Affectivity (NA). The PA scale included ten items depicting positive affects like 
attentive, excited, etc. The NA scale was a 10-item scale tapping negative affects 
such as irritability, guilt, fear, upset, etc. Participants were asked to respond to 
items on the basis of the way they have felt over the past few weeks on a 5-point 
scale (from 0, very slightly or not at all to 4, extremely). Research by Watson, 
Clark, & Tellegen (1988) has shown that the internal consistency of PANAS scale 
ranges from .86 to .90 for PA and .84 to .87 for NA, their research also 
demonstrated discriminant and convergent validity for the measures. The scales 
have exhibited very similar psychometric properties in students, adults, and the 
clinical patient population.
Researchers, such as Iverson et al. (1998) and Fogarty et al. (1999), have suggested 
that negative affectivity might moderate the effectiveness of the SIT programme on 
reducing stress related outcomes, the implication being that participants with high 
NA might gain significant benefit from an SIT type programme. The PANAS 
measure was used to investigate this issue. This measure has been widely used in 
other studies to measure emotional disposition and high levels of reliability and 
validity have been recorded in past studies. It also had been successfully used with 
Chinese populations in Hong Kong (Wong, 1998).
(f) Life Orientation Test {LOT, Scheier & Carver, 1985). The aim of this scale was to 
investigate the tendency of participants to be optimistic or pessimistic. The LOT 
was an 8-item self-report scale (plus four filler items) that assesses generalised 
expectancies for positive versus negative outcomes. Respondents were asked to 
indicate their degree of agreement with statements such as “In uncertain times, I 
usually expect the best,” and “I hardly ever expect things to go my way,” using a
5-point response scale ranging from 1 {strongly disagree) to 5 {strongly agree). Of 
the 8 scored items, 4 are worded in a positive manner that represents optimism 
(item 1,4,5,11) and 4 are worded in a negative manner that represents pessimism 
(item 3,8,9,12). The internal consistency of the LOT scale ranged from .72 to .78.
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Test-retest reliability ranged from .56 to .79 and convergent and discriminant 
validity for this scale has been demonstrated in work by Scheier, Carver and 
Bridges (1994).
Researchers such as Chang (1998) and Mao (1994) have found that optimism can 
moderate the relationship between perceived stress and psychological well-being 
with people with a tendency to be more optimistic suffering less from 
psychological and physiological ill health. The LOT questionnaire has also been 
used with Chinese populations in Hong Kong (Chang, 1998) and Taiwan (Mao, 
1994) with good effect and was therefore considered culturally appropriate for this 
research.
(g) Credibility Scale. {C-scale', Clark & Ehlers, 1999). The C-scale was a 3-item scale 
that assessed the confidence of participants in the training programme that they 
received. Respondents were asked to indicate their degree of agreement with the 
following statements “How logical do you consider this approach to be?” “How 
certain are you that this method will be successful in reducing your stress?” and 
“With what degree of confidence would you recommend this approach to a friend 
with the same type of stress as you have?” using a 10-point response scale ranging 
from 0 {Not at all) to 10 {Completely). This research study was designed to attempt 
to modify perception of situations. It was therefore considered important to 
establish how credible participants believed the programme to be. If not 
considered to be credible by participants, it was considered unlikely that changes in 
perception would take place.
The results obtained from the pre-test, post-test and follow-up questionnaires for both 
the SIT group and the WAIT group were presented in Chapter 6.2 and were discussed in 
detail in Chapter 6.3.
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Before examining the effectiveness of the SIT programme, the differences between 
participants at baseline (Tl) and the reliability of the measures used in this research 
were assessed. Covariance tests were conducted to examine whether the effects of the 
intervention could be explained by differential perceptions of the presence of stressors. 
Paired t-tests were conducted to ensure that any improvement recorded for 
participants after the SIT were due to the intervention programme and nothing else. 
The moderating effect of NA on the training programme was also examined using 
parted t-test and changes in participants’ confidence before and after receiving this 
training programme were also examined.
6.2.1 Characteristics of the Sample
Before investigating the effect of the SIT programme on participants the basic 
distributional characteristics of the variables were inspected and the SIT and WAIT 
groups were compared in terms of their demographic and baseline characteristics.
6.2.1.1 Demographic Characteristics
There were 40 participants (10 male and 30 female) in the SIT group and 40 (9 male 
and 31 female) in the WAIT group. The majority (76.3%) was aged between 26 and 
35 years, most (73.8%) had been teachers for less than four years and (83.3%) had 
been tutor-teachers for less than three years. The tutor-teachers in the research were 
younger and less experienced than the official tutor-teacher’s demographic data (data 
from Taiwan Education Bureau, 2000) (See Chapter 1).
No significant differences were found between the groups in terms of gender, age, 
marital status, years as a teacher or years as a tutor-teacher (Table 6.2.1, see overleaf).
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Table 6.2.1 Comparisons of the demographic characteristics of the SIT 
and WAIT Groups
SIT WAIT df Test statistic p- value
Gender N(%) 
Male 
Female
10 (25%) 
30 (75%)
9 (22.5%) 
31 (77.5%)
1 X2= .069 .793
Age Mean (Sd) 31.15
(4.21)
32.08 (6.29) 78 t = .773 .442
M arital status N (%)
Single
Married
24 (60%) 
16 (40%)
20 (50%) 
20 (50%)
1 %==.808 .309
Years as a teacher Mean (Sd) 4.03 (1.56) 4.03 (1.35) 78 t = .000 1.000
Years as a tutor-teacher Mean (Sd) 2.61 (1.58) 2.30(1.40) 64 t = .824 .413
The relationship between participants’ demographic characteristics and the two DVs 
(GHQ and SPS) were investigated (Table 2 in Appendix 18). No significant 
relationships were found. This suggests that reported levels of psychological and 
physiological ill health were not related to the demographic characteristics of 
participants in this research.
6.2.1.2 Baseline Characteristics
There is a phenomenon in the education system known as the school cycle (Long,
1987). The school cycle generally means that teachers can experience more stress at 
the beginning of a school year, less during the middle and more stress again as exam 
time approaches. The data obtained from participants in the SIT programmes was 
checked to see whether changes in stress levels experienced by participants in both 
SIT and WAIT group could be explained by this phenomenon. Independent-samples 
t-tests were used for this investigation Table 6.2.2.
Table 6.2.2 Comparing differences of “TJSQ-Perceived frequency of 
Stressor” between SIT and WAIT group on T l to T3
SIT WAIT df t p value
T l Mean (Sd) 1.52 (.36) 1.59 (.35) 78 -.780 .438
T2 Mean (Sd) 1.36 (.45) 1.43 (.53) 78 -.647 .520
T3 Mean (Sd) 1.42 (.48) 1.45 (.49) 78 -.342 .733
N=80
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No significant difference was found between the SIT and WAIT group over the three 
time points. This suggests that participants in the two groups were experiencing 
similar levels of stressful events when they took part in the research and the school 
cycle phenomenon was unlikely to be responsible for any changes in perceived stress 
over the experimental period.
However, the frequency of reported stressors was lower for all participants in the 
intervention than for those taking part in the quantitative phase (mean = 1.87, SD = 
42). It might suggest that participants in the intervention phase seemed to be reporting 
a lower frequency of stressors at the outset.
Paired-t tests were conducted to investigate at what point participants taking part in 
the intervention study experienced most stressful experiences (Table 6.2.3, ).
Table 6.2.3 Mean differences of “TJSQ-perceived frequency of 
stressors” over the three time points (Tl vs. T2, T2 vs. T3, and T l vs. 
T3) in all participants
Measure Mean SD t df P value
TJSQ- Pair 1 Tl 1.55 .35 4.206 79 .000
Perceived T2 1.39 .49
frequency Pair 2 T2 1.39 .49 -1.025 79 .308
of stressor T3 1.44 .49
Pair 3 Tl 1.55 .35 2.578 79 .012
T3 1.44 .49
N=80
Significant differences were found at Tl to T2 (t(79) = 4.206, p < .000)) and Tl to T3 
(t(79) = 2.578, p < .01)). These findings suggest that Tl was the time point when 
participants experienced stressors most frequently and T2 was the time participants 
experienced the lowest rate of stressors.
6.2.2 Reliability of the Measures
Cronbach’s a  was used to examine the reliability of each of the measures to be used to
analyse the results at Tl (Table 6.2.4, see overleaf).
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Table 6.2.4 Reliability test examining the reliability of the measures
Measures a
TJSO-Perceived frequency of stressor .8886
TJSO-Perceived self efficacy (SE) .8950
GHQ .8886
SPS .9163
PANAS-NA .8838
LOT-Ontimism .6759
N = 80
The high Cronbach’s alpha scores for the “TJSQ-perceived frequency of stressors”, 
“TJSQ-perceived self efficacy” (SE), “GHQ”, and “SPS” measures suggest that each 
of these scales had a good degree of internal consistency. The Cronbach’s alpha score 
for “optimism” subscale on the LOT measure was low but was acceptable (.6759).
In the “PANAS” questionnaire, the results reported by participants for item 12, “alert”, 
generated a negative affectivity score instead of a positive score. This result differed 
from those conducted in Western cultures so the “alert” item was removed from the 
original measure. Having done this, the Cronbach’s alpha for both positive and 
negative affectivity scales rose to .8083 and .8838 respectively suggesting that items 
in the two subscales are internally consistent.
6.2.3 SIT Programme Results for the Experimental Period
ANCOVAs were conducted to examine whether the effectiveness of the intervention 
could be explained by changes in the way in which the frequency of stressors were 
perceived by participants over the whole period of the study (T1-T3) (Table 6.2.5, see 
overleaf).
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Table 6.2.5 ANCOVA tests on GHQ and SPS after Controlling the 
Perceived frequency of stressors
DVs Group Before SIT Programme After SIT Programme
GHQ SIT F (1, 39) = 4.690, p < .05;
Mean = 30.25; SD = 9.32
F (1, 39) = 5.231, p < .05;
Mean = 26.68; SD = 10.63
WAIT F (1, 39) = 4.559, p < .05;
Mean = 32.03; SD = 11.48
F (1, 39) = 14.171, p < . 001; 
Mean = 29.73; SD = 12.87
SPS SIT F (1, 39) = 9.563, p < .005; 
Mean = 38.81; SD = 26.85
F (1, 39) = 12.562, p < . 001;
Mean = 36.88; SD = 23.25
WAIT F (1, 39) = 4.287, p < .05; 
Mean = 41.43;SD= 19.49
F (1, 39) = 56.317, p < . 001;
Mean = 37.24; SD = 25.15
Significant results were found for both the SIT and WAIT group on the GHQ and SPS 
measures before and on completion of the training programme. This suggests that the 
changes in GHQ and SPS scores were not simply due to changes in perceived 
frequency of stressors. As a result it was not felt necessary to co-vary out aggregate 
frequencies of stressors from further analyses involving SIT-WAIT group differences
A paired t-test was conducted on the WAIT group to ensure that the self-efficacy (SE), 
GHQ, and SPS had not changed before receiving the intervention programme to 
ensure that changes in SE, GHQ and SPS didn’t just happen naturally (Table 6.2.6).
Table 6.2.6 Mean differences of SE, GHQ and SPS on T l and T2 for 
WAIT group
Measure Time Mean SD t df P value
Self-efficacy Tl 1.41 .37 .578 39 .567
T2 1.39 .49
GHQ Tl 32.03 11.48 -.107 39 .915
T2 32.25 12.11
SPS Tl 26.75 11.49 .556 39 .582
T2 26.08 13.61
N=40
No significant differences were found on SE (t(39) = .578, ns.), GHQ (t(39) -  -.107, 
ns.) and SPS (t(39) = .556, ns.). This suggests that any changes recorded for these
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One of the aims of the SIT programme was to increase participants’ feelings of self- 
efficacy and to see whether this could reduce the psychological and physiological 
symptoms of stress experienced by participants. To investigate this the results were 
divided into two groups, participants who recorded large changes in their TJSQ-SE 
scores as a result of the intervention and those who recorded smaller changes. Using a 
median of .35, 44 participants were allocated to the group with large changes in scores, 
30 to the group with small changes in scores, and 6 to the group with no change at all 
in their TJSQ-SE scores.
Tests were conducted to investigate whether ceiling effects might prevent some 
participants from benefiting from the SIT programme. No significant differences 
were found when comparing the baseline SE of the 6 unchanged SE participants (1 in 
SIT group and 5 in WAIT group) with the other 30 small changed participants (12 in 
SIT group and 18 in WAIT group), (t (34) = -.402, ns). However, they did report 
higher levels of GHQ and SPS than the other 30 small change SE participants, (t (34) 
= 2.826, p < .05) and (t (34) = 2.683, p < .01) respectively.
Compared with the 44 large changed SE participants (27 in SIT group and 17 in WAIT 
group), the 6 unchanged SE individuals reported lower SE (t (48) = -2.165, p < .05) 
but higher level of psychological problems (t (48) = 3.758, p < .000) than the large 
change SE participants at baseline. Although no significant difference was found on 
physiological problems (t (48) = 1.279, ns), the 6 participants reported more 
physiological problems than the large change SE participants (Mean was 34.500 and 
27.386 respectively) at baseline. A ceiling effect on self-efficacy was not found in this 
research. This could suggest that the problems faced by these 6 participants were 
more serious than a SIT programme could help to address and that these participants 
might need more intensive counselling to help them overcome their stress related 
problems. Alternatively, these results could suggest that individuals with no change 
SE don’t believe that they have the ability to change and no amount of encouragement 
and advice will help. For the majority of participants, however, significant changes in 
perceived self-efficacy were recorded.
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Having established that the SIT could bring about changes in perceived self-efficacy 
the next step was to investigate whether participants who recorded the greatest degree 
of change in self-efficacy also recorded the greatest degree of reduction in 
physiological and psychological symptoms throughout the whole experimental period 
(Tl, T2 to T3). To investigate this standard statistics textbooks would usually suggest 
using ANOVA and post hoc tests for this purpose. However, Minium et a l (1993) 
have argued that whilst the ANOVA is good for exploratory research because it can 
provide protection for researchers from the dangers of ‘data mining’ with multiple 
tests, it can also allow researchers to be imprecise about their scientific hypotheses. If 
a researcher is clear about the hypotheses to be tested and knows which pairs of 
groups they want to compare, then a priori comparisons are considered the preferred 
method for testing because they provide increased power and clarity of interpretation. 
In this research, the researcher predicted that if the SIT programme was effective, 
significant improvements on DVs (GHQ & SPS) should be seen for the large changed 
SE participants on SIT group from Tl to T2 and for the WAIT group from T2 to T3. 
If the effects of the SIT programme could be maintained one would expect to see a 
significant improvement in the SIT group from the start (Tl) to follow up (T3). It was 
also predicted that the SIT programme should have less effect on the small changed 
SE participants across the three time points. With these very specific hypotheses to be 
tested, it was decided that paired-t tests would be the best choice for this research to 
demonstrate the effectiveness of the SIT programme.
The means for each of the DVs on small and large SE change participants at the three 
time-points for both the SIT group and the WAIT group are displayed in Tables 6.2.7 
(see overleaf).
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Table 6.2.7 Means for the two DVs at the three time points for ‘small’ 
and ‘large’ changed SE participants
SE Change Group Tl T2 T3
GHO Mean (sd) Small SIT 29.63 (7.72) 28.37 (10.99) 24.89 (10.00)
WAIT 32.83 (13.86) 31.61 (12.69) 31.26 (14.99)
Large SIT 31.54 (12.27) 23.15 (9.25) 24.85 (12.08)
WAIT 30.94 (7.40) 33.12(11.61) 27.65 (9.31)
SPS Mean (sd) Small SIT 17.77(14.31) 22.93 (12.59) 19.96 (14.27)
WAIT 24.78 (12.28) 23.49 (12.99) 21.14(13.76)
Large SIT 26.11 (13.23) 22.93 (12.59) 19.96 (14.27)
WAIT 29.41 (10.06) 29.19(14.55) 24.89 (11.30)
N = 74
For the GHQ, paired-t tests revealed that as expected, no significant differences were 
found for the small change SE participants after receiving the intervention programme, 
(Tl to T2, t (11) = .744, p = .232) for the SIT group and (T2 to T3, t (17) = .099, p 
= .461) for the WAIT group. Scores for the large change SE participants in the SIT 
group (Tl to T2, t (26)= 3.268, p < .005) and WAIT group (T2 to T3, t (16)= 2.257, p 
< .01) improved after they had received the programme. The improvement in GHQ 
scores that appeared in the SIT group was also found at the 4-week follow-up 
assessment after the training programme (Tl to T3, t (26)= 3.075, p < .005). These 
findings suggest that the large changed SE participants’ psychological health problems 
did reduce after receiving the programme and was also maintained 4-weeks after the 
programme.
For the SPS, paired-t tests revealed that for the large change SE participants 
significant decrease in SPS score following the SIT programme for the SIT group (Tl 
to T2; t (26)= 2.009, p < .05) or the WAIT group (T2 to T3, t (16)= 2.041, p < .05.) 
Significant differences for the large change SE participants were found for the period 
from the start of the programme (Tl) to the end of the follow-up (T3) for the SIT 
group (t (26)= 3.070, p < .005). No effects were found for the small change SE 
participants on both the SIT group (Tl to T2, t (11) = -.500, p = .313) and WAIT 
group (T2 to T3, t (17) = .849, p = .204). These findings suggest that stress related 
physiological symptoms reduced immediately after the programme and were also 
maintained 4-weeks after the programme for large change SE participants.
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These results do seem to suggest that improvements in SE can occur as a result of the 
SIT programme and that these can bring about improvements in stress related 
symptoms that last over time. Findings from follow-up tests for the SIT group also 
demonstrated that the effects of SIT programme on GHQ and SPS were maintained 
for at least 4 weeks.
6.2.4 Moderating Effects of personality traits on SIT 
Programme
The second aim of this phase of research was to investigate how personality traits such 
as NA and optimism could moderate the effectiveness of the SIT programme. Before 
this could be examined it was necessary to establish whether the traits of optimism and 
NA were stable during the period of the study. Correlation coefficients were used to 
investigate the relationships between optimism and the two DVs -  GHQ and SPS before 
and after receiving the SIT training (Table 6.2.8).
Table 6.2.8 Correlations between the two dependent variables and 
optimism on before and after receiving the SIT programme
Optimism (Tl) GHQ (Tl) SPS (Tl)
Optimism f After SIT nrourammc) r fp) .387 (.014) .022 (.892) -.076 (.643)
GHO (After SIT programme) r (p) .161 (.154) .426 (.000) . 398 (.000)
SPS (After SIT programme) r (p) .156 (.166) .251 (.025) .494 (.000)
N=80
A significant correlation coefficient was found between Tl and after the intervention 
for the trait of optimism (r = .387, p = .014), However, this was lower than the 
correlation between the two time points for the measures of GHQ (r = .426) and SPS 
(r = .494). Low correlations between optimism and the two DVs on both Tl (r = .022 
for GHQ & r = -.076 for SPS) and after receiving the intervention (r = .161 for GHQ 
& r = .156 for SPS) might suggest that optimism is not a stable state in this study and 
therefore cannot be considered as a personality trait for this research. As a result of 
this no further tests for the moderating effects of optimism on the effectiveness of the 
intervention were taken.
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Similar correlation tests were conducted to investigate the relationship between NA 
and the two DVs (Table 6.2.9).
Table 6.2.9 Correlations between the two dependent variables and NA 
on before and after receiving the SIT programme
NA (Tl) GHQ (Tl) SPS (Tl)
NA (After SIT programme) r (p) .682 (.000) .456 (.000) .474 (.000)
GHO (After SIT programme) r (p) .480 (.000) .426 (.000) .398 (.000)
SPS (After SIT programme) r (p) .488 (.000) .251 (.025) .494 (.000)
N=80
For NA the correlation coefficient between before and after receiving the intervention 
was high. Significant correlations were also found between NA and the two DVs 
before and after the intervention. These findings suggest that NA is a more stable 
variable that is highly correlated with participants’ psychological and physiological 
health as measured by the GHQ and SPS.
To investigate the moderating effect of NA on the effectiveness of the SIT programme, 
participants in this research were divided into low and high NA at the median (18.06) 
to see whether the participants with high NA (17 in SIT group and 22 in WAIT group) 
recorded more improvement in their stress related scores than the low NA participants 
(23 in SIT group and 18 in WAIT group) after receiving the programme.
A set of paired-t tests was used to investigate the effectiveness of the SIT programme. 
In this research, it was predicted that if the SIT programme was effective significant 
improvements should be seen for the high NA participants in the SIT group from Tl to 
T2 and for the WAIT group from T2 to T3. If the effects of the SIT programme can be 
maintained one would expect to see a significant improvement in the SIT group from 
the start (Tl) to follow up (T3). It was also predicted that the SIT programme should 
have less effect on the low NA participants across the three time points because they 
had fewer psychological and physiological problems than the high NA participants. 
The means for each of the DVs at the three time-points for both the SIT group and the 
WAIT group is displayed in Tables 6.2.10.
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Table 6.2.10 Means for the two DVs at the three time points on high 
and low NA participants
NA Group Tl T2 T3
GHO Mean (sd) Low SIT 26.44 (9.10) 24.79 (7.67) 25.04 (11.11)
WAIT 25.94 (6.61) 26.67 (8.69) 25.33 (8.37)
High SIT 35.41 (7.00) 33.77(10.08) 24.65 (10.10)
WAIT 37.00(12.31) 36.82 (12.76) 33.32 (14.86)
SPS Mean (sd) Low SIT 15.61 (12.55) 15.87(11.84) 13.22 (2.46)
WAIT 21.28 (9.53) 18.50 (9.09) 19.78 (10.53)
High SIT 33.94 (7.38) 30.06 (9.48) 26.41 (12.59)
WAIT 31.23 (11.18) 32.27 (13.69) 24.91 (14.41)
N=80
For the GHQ measure of psychological difficulties, planned comparisons revealed that 
no significant differences were found for the low NA participants over the whole 
experimental period on SIT group (Tl to T2, t (22)= .661, p = .259, & Tl to T3, t 
(22)= 1.391, p = .234) and WAIT group (T2 to T3, t (17) = .523, p = .304). Scores for 
the high NA participants in the SIT group (Tl to T2, t (16)= .660, p = .259) and WAIT 
group (T2 to T3, t (21)= .057, p = .478) did not improve after they had received the 
programme but an improvement in GHQ scores appeared for the SIT group on the 4- 
week follow-up assessment (T2 to T3, t (16)= 2.756, p< .05) (Tl to T3, t (16)=4.080, 
p <001). These findings suggest that the SIT programme might not reduce 
participants’ psychological problems immediately after the programme but over time 
benefits could be achieved for high NA participants.
For the SPS measure of physiological problems, planned comparisons revealed no 
significant decrease in SPS score for the low NA participants throughout the 
experimental period on SIT group (Tl to T2, t (22)= -.111, p = .457, & Tl to T3, t 
(22)= 1.426, p = .084) and WAIT group (T2 to T3, t (17) = -1.004, p = .165). 
Improvements were not found following the SIT programme for the high NA 
participants in the SIT group (Tl to T2; t (16)= 1.642, p = .259), but were found in the 
WAIT group (T2 to T3; t (21)=2.823, p < .005). Significant differences were also 
found from the start of the programme (Tl) to the end of follow-up (T3) for both the 
SIT group (t (16)=2.529, p < .01) and WAIT group (t (21)=3.246, p < .005) suggesting 
that, over the experimental period as a whole, physiological symptoms did reduce for 
high NA participants in both the SIT group and WAIT group.
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Another set of independent-samples t-tests was conducted to test if the different 
findings for the two dependent measures between the low and high NA participants 
were due to the differences on the baseline (Table 6.2.11).
Table 6.2.11 Comparing dependent variables in high NA Group and 
low NA Group at baseline
Low NA HighNA df t p value
GHO Mean (Sd) 26.22(8.01) 36.31 (1025) 78 -4.920 .000
SPS Mean (Sd) 18.10(11.55) 32.41 (9.69) 78 -5.991 .000
1=80
Statistically significant differences were found between the high and low NA groups 
on both GHQ and SPS. Individuals high in NA reported more problems than the low 
NA individuals on psychological and physiological health. It could be that 
participants with low levels of NA at the beginning had fewer problems to begin with 
and therefore there was no room for them to improve. This could be further evidence 
that NA is somehow systematically related to GHQ and SPS. While NA appears more 
stable than GHQ and SPS the correlation coefficient between before and after 
programme is relatively low (.682 (p < .001, not 1.000, see Table 6.2.10). This could 
suggest that NA may in fact reflect in part a negative well-being latent variable. For 
this study however, the level of fluctuation in NA is less than that for the GHQ and 
SPS and it is therefore reasonable to treat NA as a relatively stable state/trait.
6.2.5 Participants Confidence in the SIT Programme
Lack of confidence in any stress inoculation programme can potentially undermine its 
value. In this research, all participants were asked a series of questions to assess the 
credibility of the SIT programme on a 10-point response scale twice, firstly when they 
finished the first session (SI) and then when they completed the whole programme 
(S4). Paired t-tests were conducted to investigate whether participants’ opinions about 
the credibility of the intervention changed on the two time points (Table 6.2.12, see 
overleaf).
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Table 6.2.12 t-test comparing participants’ degree of credibility for the 
SIT programme after the first (SI) and the fourth sessions (S4)
Time Mean SD t df p  value
Logic of this programme SI
S4
5.78
6.74
1.74
1.78
-6.740 79 .000
Successful in reducing stress SI
S4
5.05
6.44
1.95
1.97
-10.198 79 .000
Confidence on recommending 
to friends
SI
S4
5.26
6.29
1.99
1.99
-6.938 79 .000
N=80
Significant differences were found on all of the three credibility questions. This might 
suggest that after completing the four sessions participants generally perceived this to 
be a logical programme, that was likely to help reduce stress and that they would 
recommend it to their friends.
Pearson Correlations were conducted to investigate if the changes on self-efficacy 
were related to the changes on participants’ credibility of the intervention (Table 
6.2.13).
Table 6.2.13 Correlations between participants’ degree of credibility 
for the SIT programme and the changes of self-efficacy
Logic of this 
programme
Successful in reducing 
stress
Confidence on 
recommending to friends
Self-efficacy r (p) .242 (.030) .299 (.007) .288 (.010)
Significant correlations were found between the changes on self-efficacy and the 
changes on credibility of the intervention. This might suggest that the improvements 
in self-efficacy were related to the changes on participants’ beliefs in the intervention. 
As self-efficacy improved participants’ belief in the ability of the programme to help 
them also increased.
These and other findings are discussed in more detail in Chapter 6.3.
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6.3 Discussion
This phase of research was designed to investigate whether perceived self-efficacy 
(Secondary appraisal in Transactional model of stress, Lazarus & Folkman, 1984) 
could be improved through education and whether such improvements could bring 
about reductions in stress related symptoms experienced by tutor-teachers in Taiwan. 
The vehicle used for this research was a Stress Inoculation Training (SIT) programme, 
developed for this purpose from previous work by Meichenbaum (1985). The SIT 
programme was tailored to meet the specific needs of the tutor-teachers from 
information gathered from questionnaires administered in phase two of this research 
project, such modifications to the basic SIT programme are considered essential for 
the development of an effective programme (Meichenbaum, 1985). The role played by 
personality traits in moderating the potential effectiveness of the SIT was also 
examined during this phase of research.
The structure of the SIT programme was designed to first teach participants about the 
nature of emotions and how perception can influence the way in which one interprets 
events. Having made participants aware of the potential impact of negative emotions, 
the participants were taught various strategies and techniques to help them understand 
and manage situations they may face. The SIT programme used a group-based 
approach to encourage participants to speak openly about their fears and problems and 
to encourage and teach them how to seek social support from others who had been 
through similar experiences.
Problems of poor communication and lack of support among school staff were 
detailed by Turk et a l (1982), Cooper and Davies (1993), and Chan and Hui (1998) 
as conditions that can exacerbate teacher stress. Cooper ah (2001) indicated that 
social support could mitigate the effects of stressors and could facilitate positive 
change. The use of teacher support groups has been advocated by a number of writers 
(e.g., Turk et a l, 1982; Cooper, 2001), as a means of sharing and minimising the 
stressful impact of certain problems.
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Several measures were used to assess the effectiveness of the SIT programme over the 
experimental period. The TJSQ was used to measure perceived self-efficacy before 
and after receiving the SIT programme and the GHQ and SPS were used to measure 
psychological and physiological symptoms.
After receiving the SIT programme participants who reported large changes in their 
perceived self-efficacy also reported improvements in their reported levels of 
psychological strain (GHQ) and physiological symptoms (SPS) and these 
improvements were maintained at the follow-up assessment 4-weeks after the 
programme. Participants who recorded small or no change in their perceived , self- 
efficacy also showed no reduction in reported stress and strain.
There was a concern that reductions in reported strain (psychological and 
physiological problems) might be due to the natural cycle of stress in schools rather 
than the SIT programme. It had been found in other research studies, for example 
Kuo (1990) that at the beginning of the term teachers tended to report stressful 
incidents occurring more frequently. As they got familiar with their new pupils etc. 
the reported stressful incidents tended to reduce and when, towards the end of term, 
exams approach the reporting of stressful incidents tended to rise again. The school 
cycle reported by the SIT and WAIT groups in this research was similar to this pattern.
The SIT group received their training at the beginning of the school term (a period of 
higher stress) and completed their training in the middle of term (a period of lower 
stress). The follow-up measure was taken towards the end of term when the 
frequency of stressors might be expected to have risen again because of impending 
exams. The WAIT group received the SIT programme during a period of increasing 
frequency of stressors T2-T3 that in theory could have reduced the effectiveness of the 
SIT programme. However, findings for the GHQ and SPS for both the SIT and WAIT 
group were contrary to what would be expected within the natural cycle of stress in 
schools and suggest that the improvements recorded were more likely to be due to the 
changes in perceived self-efficacy than changes in the school cycle. These findings 
were supported by comments made by participants in the self-report questions at the 
end of the programme.
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It was also important to establish that changes in perceived self-efficacy were not 
brought about simply by changes in perceived frequency of stressors (i.e. how able 
participants felt they could be at dealing with stress wasn’t related to the frequency of 
stressors experienced). No significant correlations were found on this issue. 
Correlation tests conducted for the waiting period experienced by the WAIT group 
also confirmed that self-efficacy scores did not simply change with time, so it is 
reasonable to assume that changes in self-efficacy recorded in this research were 
brought about as a result of the intervention programme.
Not all participants appear to have benefited from the SIT programme. Six 
participants with higher levels of strain at the outset showed no improvement in 
perceived self-efficacy after the programme. Meichenbaum (1985) suggests that 
individuals who have progressed through stage 1 and 2 of the SIT programme should 
have acquired interpretative and coping skills and learned how to use these skills 
appropriately. However, the task of training is not complete until the client has had 
enough practice with the skills and feels comfortable to apply them in ongoing 
stressful situations. Turk et a l (1983) suggest that gains from an SIT programme can 
be strengthened by reviews at 2-, 3-, 6-, and 12-month follow-up sessions. The SIT 
programme conducted for this research was limited to a two month period by the 
Taiwanese education authority so only limited follow-ups could be used to investigate 
whether participants with high levels of stress and strain took longer to respond or 
whether this type of programme simply did not help to reduce their symptoms.
The majority of participants did record improvements in perceived self-efficacy 
however and these did correlate with reductions in stress related symptoms. 
Participants with relatively low levels of strain at the outset only recorded small 
changes in perceived self-efficacy after the programme. It would appear that 
participants with high levels of perceived SE experience relatively low levels of 
psychological and physiological stress related symptoms.
These findings suggest that the role of perceived self-efficacy is important in helping 
tutor-teachers manage their stress more effectively. It would also appear that the
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stress management programme developed for this research does seem able to bring 
about changes in perceived self-efficacy and subsequent reductions in stress related 
symptoms for the majority of participants.
Beside the techniques taught in the SIT programme, the effectiveness of the SIT 
programme might also due to the changes on the participants’ confidence of the 
intervention. Participants reported higher degrees of confidence about the 
intervention after receiving the whole programme than they did after completing the 
first session. This improvement appears to be related to changes in perceived self- 
efficacy. It would appear that having confidence that something can help directly 
influence the effectiveness of a programme such as the SIT programme. Lazarus & 
Folkman (1984), and Meichenbaum (1985) and Ellis (1994) have all suggested that 
individuals’ beliefs have a significant role to play in determining positive outcomes.
Responses received to the questionnaire used in phase two of this research suggested 
that tutor-teachers did not tend to turn to colleagues for support in difficult situations 
and participants taking part in the SIT programmes also commented in their 
homework that “it is very difficult in my school to communicate with colleagues 
because everyone is very busy and sometimes there is no one in my office... I feel 
very sad especially when I would like to know how others react to problems.” and 
“because everyone is very busy on their job, they do not have time to discuss 
problems with colleagues but in this group they had a chance to speak and listen”. 
However, after attending the SIT programme participants felt that they had learned 
useful lessons from the group structure of the programme. They felt at ease and that 
they could discuss problems and share experiences, in a confidential atmosphere, with 
group members who had had similar experiences and that this helped them to 
understand some of the problems better and provided them with ideas for how to 
tackle issues in the future.
There is also anecdotal evidence that the methods and techniques taught in the 
programme helped some participants to cope with their stress related problems better. 
For example, a group member reported in the homework, “I like the relaxation 
technique because it helps me to reduce my physical tension, and I like to come here
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because I can talk about my problems with others and gain the different ideas from 
other members...”
Moderating Effects of Negative Affectivity on the Training Programme
The second aim of this phase of research was to investigate the moderating effects of 
negative affectivity (NA) on the effectiveness of the SIT programme. The 
Transactional model of stress (Lazarus & Folkman, 1984)) and Teacher stress model 
(Kyriacou & Sutcliffe, 1978a, b), strongly suggests that personality traits may 
moderate the relationship between stressful events and strain. Watson and Clark, 
(1984), Iverson et al, (1998) and Fogarty et a l, (1999) have also indicated that 
individuals high in negative affectivity were more likely to experience psychological 
distress and physiological problems. The PANAS questionnaire was used to measure 
participants’ negative affectivity throughout the duration of the SIT programme. The 
results were divided into two groups, those who recorded high levels of NA and those 
who recorded lower levels of NA. The levels of recorded stress related symptoms 
were compared and analysed to investigate whether NA moderated the effectiveness 
of the SIT programme. Participants with higher levels of NA at the outset of the 
research programme recorded greater reductions in stress related symptoms than 
participants with lower levels of NA.
As described in Chapter 2 negative affectivity drives the way in which an individual 
perceives experiences. People with high levels of negative affectivity tend to see the 
negative side of experiences, expect the worst and respond to experiences negatively. 
This research suggests that the SIT programme used for this study did help to bring 
about changes in perception and that this type of programme can help to reduce stress 
related symptoms in participants with high levels of NA.
As expected no effects were found for participants who recorded low NA scores. 
When comparing the psychological and physiological health between the low and 
high NA participants on the starting time of this research, the low NA participants 
reported significantly lower levels on GHQ and SPS than the high NA participants. 
The fewer improvements could be due to the fact that there was not much room for the
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low NA participants to change. Only the WAIT group high NA participants reported 
immediate reductions in physiological symptoms. However, although no reductions 
were found immediately after the programme for the SIT group on both psychological 
ill health and stress physiological symptoms, they were recorded at the 4-week follow- 
up assessment.
The delay in improvements on stress outcomes could be due to participants high in 
NA having more aversive mood dispositions. Decker and Borgen (1993) 
demonstrated that people high in negative affectivity tended to focus on negative 
aspects of themselves and others than the low NA people. So the longer practicing 
time might be required for them to be ready for changes, especially on changing their 
cognitive appraisal to be positively toward the world, and to make them believe the 
effects of SIT programme could provide.
The role of individual differences, such as negative affectivity, in moderating the 
effects of programmes such as the SIT, has only infrequently been measured in stress 
management studies (Patricia, et a l, 1993). Evidence in this research suggests a 
continuing need for future research to explore the various ways in which negative 
affectivity may affect the effectiveness of stress management programmes on reducing 
the impacts of stressors. It could even been that scores on NA could be used as a 
selection device to determine who needs to attend SIT programmes such as the one 
used for this study. However, NA in this study was not especially stable and only 
marginally more stable than GHQ and SPS. This suggests that the assumption that 
NA is indeed a trait needs further investigations.
Problems with the LOT-optimism in this research
The third aim of this research was to investigate whether traits such as optimism can 
moderate the effectiveness of programmes such as the SIT used for this research. 
According to the Transactional model of stress, certain traits such as optimism can 
moderate the relationship between stressful events and the stress outcomes (on 
psychological strain and physiological symptoms). The LOT scale was used in this 
research to investigate optimistim amongst participants. Cronbach’s alpha scores for
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“LOT-optimism” were low (.68) but still acceptable for use in this research. However, 
low levels of correlation recorded before and after receiving the training programme 
suggest that for these participants optimism does not appear to be a stable variable and 
is not strongly related to stress responses. The “LOT-optimism” scale has been 
successfully used by Western researchers to assess disposition optimism (e.g., Scheier, 
1986, 1987, 1992; Strutton, 1993; Hart, 1995; Fauerbach, 1999). One possible 
explanation for these differences appears to have something to do with cultural 
differences between Western and Eastern cultures. Issues of Life Orientation appear 
to be of more significance to members of Western cultures than those of Eastern 
cultures whose sense of duty is still more pronounced. It was decided that this 
subscale would not be analysed further.
Techniques used in this research
There was no investigation of the effectiveness of specific techniques used in the SIT 
programme, such as the relaxation technique and problem solving techniques. This 
makes it difficult to draw conclusions about the value of particular elements of the 
programme and whether it is single techniques or the programme as a whole that 
produces changes in participants’ perception. Murphy (1996) has suggested that a 
stress management training programme which combined two or more techniques is 
more effective than the use of only one technique on the physical and psychological 
health of participants.
The value of each of the techniques used has been indicated by several researchers. 
Timmerman et a l (1998) reported that relaxation techniques could help participants to 
deal with the physiological and psychological arousal. Caruso (2000) had found 
progressive relaxation effective in reduce depression and anxiety. Ellis’ (1984) ABC 
model that teaches participants about the theory of emotion and its effects on people 
has been found to make participants more aware of the effects of emotions on their 
behaviour. D’Zurilla et al (1995; 1998) indicated that problem solving techniques 
could help provide participants with practical means of dealing with problems they 
face and letting go of those they can do nothing about. It is also known that self­
monitoring techniques (e.g., homework) can increase participants’ recognition and
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awareness of ongoing behaviours or emotions. This can provide a benchmark against 
which participants can compare their behaviour at the point the behavioural change 
program begins with the changes in behaviour resulting from the program (Pope & 
Jones, 1996, in Helen O’Neill, 1999). Further research work could be undertaken to 
prove the effectiveness of particular techniques used in the SIT programme for the 
Taiwanese population.
Another interesting question relating to the role played by separate components or 
phases of the stress inoculation is whether they contribute differentially to training 
effectiveness. Attempts to unravel what specific phase of stress inoculation training is 
most effective have not been conclusive (Meichenbaum, 1993). Furthermore, there 
has not been enough primary level research conducted on the relative efficacy of the 
separate components of stress inoculation training to allow a systematic analysis in a 
meta-analytic framework. The question of what components of stress inoculation 
training are most effective under what conditions deserves further study.
Areas for Improvement
As a first step, results achieved from this programme must be seen as encouraging. 
Areas of weakness have been identified which if addressed could increase the 
effectiveness and generalisability of this programme further.
The selection processes used for this research meant that, in general, only tutor- 
teachers who were interested in the programme took part. Providing the programme 
to all tutor-teachers in a particular year or on a school-by-school basis could test the 
ability of the programme to work with participants with all levels of stress. Previous 
studies have shown that this type of programme can help people at all levels no matter 
whether the treatment is individually based or group based (Novaco, 1977(b); Mace et 
a l, 1987; Kuczmierczyk, 1989). Researchers (Novaco, 1977(a); Long, 1988; Hains et 
al, 1994; Foa, 1997) have reported that participants with higher levels of stress often 
report greater progress than those with lower stress (e.g., Patrick-Miller, 1999).
Reaching the right audience, however, seems to be a common problem in stress-
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management studies. Murphy (1996) reviewed 64 published stress management 
articles from 1974 to 1994, and found that 47 of 64 studies were offered to all 
employees rather than just to those with serious stress problems. In these studies 
aimed at a wider range of employees he found that 79% of the studies (known as 
prevention-oriented studies) reported positive results i.e. stress levels were reduced. 
In treatment-oriented studies, which specifically targeted highly stressed individuals 
94% of the studies produced positive results.
In this study, the researcher had no control over the recruitment letter that went to 
tutor-teachers via the headmaster of each school. The official nature of this approach 
might have discouraged those with high stress levels from joining. According to the 
transactional model of stress (Lazarus, 1974) and the teacher stress model (Kyriacou, 
1978), higher levels of stress tended to be correlated with lower levels of self-esteem. 
It seemed likely therefore that higher stressed tutor-teachers might not be willing to 
put themselves forward for fear of bringing themselves to the attention of the 
headmaster and colleagues, or risking failure if  they did attend. A more generalised 
approach might therefore capture more needy participants as well as interested parties.
The size of individual group sessions in the research seemed to be slightly too large 
although it was not bigger than many previous studies. For example Payne & 
Manning (1990) delivered the SIT programme to 23 teachers, Long (1988) used it on 
33 participants, and 30 teachers were included in the SIT programme by Sharp & 
Forman (1985). In the literature review reported by Murphy (1996) with 64 stress- 
management articles, nearly 75% of the studies had sample sizes of 20 or more 
workers in the trained group. The average sample size was 33 workers per group 
(range form 5 to 118 worker/group). However, sometimes in this research, some 
group members did not seem to have enough time to share their feelings or opinions 
with others within the 90-min. If the group size could be reduced, it might improve 
the efficacy of the SIT programme and participants might gain even more from their 
experience, this may be particularly important for those with high levels of stress 
related problems. Kirschenbaum & Glaser (1978) indicated that groups of eight to 
twelve members provide a good balance of participation and closeness.
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The timing could have been improved. The SIT programme was delivered from 18:30 
to 20:00 on each Tuesday or Wednesday. This time was not necessarily appropriate 
for some participants, although they never complained about this inconvenience. 
Having completed a whole day’s work participants might not have felt in the best 
frame of mind to learn new ideas. The programme might be seen as an extra job 
demand on their time. If the training could be made part of normal ongoing 
development for tutor-teachers they attended the programme during working time or 
as a training course run during out of term time, it might enrich gains from the SIT 
programme. 90 minutes seemed to be a reasonable length for participants. Murphy 
(1996) found that usually training sessions lasted an hour or more and were offered on 
a weekly basis. This length of time was within the boundaries of what many 
researchers considered to be the optimum learning time for adults.
There was no non-treatment (or placebo) group in this experiment. For ethical reasons 
it was not considered appropriate to have a group of participants who received little or 
no help with their stress related problems. However, this did make it difficult to 
establish whether improvements recorded were the result of training or just changes in 
the natural cycle of stress in school. As this was an important issue, further studies 
could perhaps include a control group or an alternative methodology group to test the 
school cycle to clarify the effectiveness of the SIT programme.
Only one type of intervention programme was considered for this research and the 
effectiveness of individual techniques, used within the programme, was not assessed. 
This meant that the value of particular techniques could only be established through 
anecdotal evidence. More objective evidence would be valuable. Murphy’s (1996) 
reviewed of 64 articles, concerned with this type of study, found that only 16 (25%) 
studies compared different types of intervention technique, so this appears to be a 
common problem in this area. Limited resources and access to participants made it 
impractical to conduct comparison type studies for this research project.
To prevent overload derived from homework, simple homework was provided after 
each session. However, homework was not analysed in this research. The original 
idea for the homework was for it to be used as positive feedback, as a way of
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encouraging people to cooperate with the programme and promoting the acquisition of 
new skills. Both the researcher’s experience and previous studies (Cassens et al,
1988) suggest that without feedback the motivation to do homework could be lost so 
the homework scripts were retained by the participant and could not be used for 
analysis. In this research simple feedback was provided, for example “well-done” and 
“you find a better way for yourself’, on each participant’s homework, and also 
answered questions participants asked on homework, for example “do I need to 
practice the whole relaxation technique everyday? Can I just pick part of them to 
practice?” The reply might be simple but made the participants feel the trainer cared 
about their homework and them, so participants’ attending rate of the programme and 
the returning rate of the homework were 100%. However, the results were not 
collected and could not therefore be analysed to see whether the degree of benefit 
obtained by participants might be influenced by the extent to which the participants 
engaged in the homework process. This would be a useful aspect to investigate in 
future studies to see whether altering the homework might improve results.
These issues represent areas in which the current research could be improved. 
However, of critical importance at this point is that the SIT programme presented to 
participants in this phase of study did achieve what it aimed to do. The aim of an SIT 
programme was to change participants’ view on life in 3 domains: cognitive appraisal, 
self-regulation/activity and behaviour. Analysis of the results from the SIT 
programme had shown that both the SIT group and WAIT group obtained 
improvements in their self-efficacy. Anecdotally, on the self-regulation/activity level, 
participants felt happy to discuss their problems and share experiences and found 
relaxation techniques helpful.
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CHAPTER 7. GENERAL DISCUSSION
The transactional model of stress suggests that the stress people experience is a result of 
the way in which they perceive and interpret the world around them (Cooper et a l , 2001 ; 
Lazarus, 1999; Lazarus and Folkman, 1991). Stress arises when an individual perceives 
that they cannot cope with the demands made on them in terms of requests or 
requirements for physical or mental action. A stress reaction results when the demands 
and requirements made are important to the individual and/or when the individual is 
anxious or depressed about the situation they find themselves in. This research attempts 
to apply the principles of both the transactional model of stress and the teacher stress 
model (Kyriacou and Sutcliffe, 1978a) to a teaching situation, to develop an 
understanding of teacher stress and how it may by more effectively managed and to 
examine how personality factors can moderate the effectiveness of any programme 
developed to help those in need.
The transactional model of stress suggests that changes in the way in which an 
individual perceives stress and copes with it can help to reduce/nullify the effect of 
some of the stressors they face. Perceived self-efficacy plays an important role in this 
process because it influences choice of activity, task perseverance, level of effort 
expended, and ultimately, the degree of success achieved.
One of the aims of this research project was to investigate whether perceived 
self-efficacy (Secondary appraisal in Transactional model of stress, Lazarus & Folkman,
1991) could be improved through education and whether such improvements could 
bring about reduction in stress related symptoms experienced by teachers in Taiwan. 
However, whilst perceived self-efficacy has been recognised as an important factor in 
stress management, the transactional model of stress and teacher stress model does 
suggest that, in addition to appraisal and coping strategies used, personality traits such 
as Negative Affectivity and Optimism can act as moderators between the person and 
their environment. People who report high negative affectivity and/or low optimism 
tend to perceive more stress/strain in their lives because of their attitude towards life.
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Attempts to improve perceived self-efficacy may be moderated by these personality 
traits and may reduce the effectiveness of any programme designed to bring about 
improvements. Another element of this research was used to examine the role played by 
personality traits in moderating the effectiveness of any stress management programme 
used for this research.
Before any investigation into the role played by perceived self-efficacy could be 
undertaken it was first necessary to identify the type and frequency of stressors faced by 
teachers in Taiwan and to establish whether they were in need of an educational 
programme to help them manage their stress more effectively. Murphy (1984) has 
emphasised that the choice of whether and what kind of intervention strategy for 
reducing occupational stress is used must be based upon a careful evaluation of the 
sources of stress in the work environment (i.e. organisational, ergonomic, and 
psychosocial) to ensure that the most promising, realistic, and cost-effective strategies 
for reducing stress are taught.
During the review stage of this research project it became apparent that the teaching 
system in Taiwan is somewhat different to that in Western cultures. There are three 
categories of teacher in Taiwan, each with different roles and responsibilities that means 
that each type of teacher faces different stressors and stress related problems (Chapterl). 
Previous research of Taiwanese teachers had shown that tutor-teachers tend to report 
suffering the most significant levels of stress so it was decided to focus on this teacher 
group for this research project. Further investigation found that there was virtually no 
formal information available regarding the role and responsibilities of tutor-teachers so 
it was decided as a preliminary step to gather as much information as possible about the 
role of tutor-teachers. Qualitative measures were used for this process, partly because 
of the lack of any existing material but also because the enriched descriptions provided 
by the qualitative data can offer insights into the social context of the behaviour of 
participants (Dewe, 1992). This was considered to be an important issue for the 
development of a detailed understanding of the role of tutor-teachers and the stressors 
they face. The value of this approach was emphasised when the types of stressors 
identified in the interview research were qualitatively different from those usually
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measured (e.g., Kuo, 1990; Kyriacou, 2000).
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Having identified the basic issues, the next step was to establish whether the concerns 
identified by the small number of participants in the qualitative phase of research were 
shared by a more representative cross section of tutor-teachers in Taiwan. A 
quantitative methodology was adopted for this phase of the research as a more objective 
and effective means of gathering data from a large sample compared to qualitative 
methodologies. This approach can provide supporting evidence for the findings of the 
qualitative study by indicating the extent to which the findings are equally true amongst 
a larger research population. Such evidence can help to confirm or dispel any 
apparently significant data that emerged from the qualitative study.
Attempts were made to find suitable existing measures of stress and coping for use in 
this study. However, it was found that many previous studies have focused on either, 
exploring stressors or stress coping strategies (e.g., Mao, 1995 in Taiwan; Kyriacou, 
1999 in the UK), or on measuring the effectiveness of the stress management 
programmes (e.g., O’Neill, 1999) as a whole. No suitable measure could be found that 
measured all relevant issues such as the role played by social expectations etc. so it was 
decided to develop a specific measure for this purpose.
The TJSQ was therefore developed, to evaluate the frequency with which certain 
stressors in the work environment were experienced by the participants in this phase of 
research. This helped to establish the level of demand being experienced by the 
participants. An existing measure, the Ways of Coping Questionnaire (WCQ) was 
adapted for use in this phase of the study. This was used to evaluate the type of coping 
strategies used by tutor-teachers to manage the stressors they face. Interestingly, the 
results achieved in this research differed quite markedly from other studies using this 
measure. When the WCQ was developed 8 different kinds of coping strategies were 
identified as regularly used by participants. Similar results were found when the WCQ 
was used in Western Countries, and in Chinese culture-based countries with different 
research populations (Wei, 2000; Chen, 1997), (Chan & Hui, 1995; Chan, 1994, 1995, 
Chou, 1997), and (Scherer et al, 2000). However, in this study items related to
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negative coping strategies were discarded after conducting factor analysis and reliability 
tests because when analysed these items produced low means but high variance scores. 
This suggests that many of the participants responded that they used these strategies 
either “never” or “seldom” with a smaller number using them more frequently. Such 
findings suggest that for this population those items could not be reliably used to 
represent the types of coping strategies used. It was intended to use the WCQ to assess 
whether changes in self efficacy brought about through training might lead to different 
coping strategies being used but because the integrity of the WCQ had been undermined 
by removing many items in the questionnaire this approach had to be abandoned. 
However, the findings regarding positive coping strategies provided useful information 
about the techniques currently used and provided some indication of areas where 
participants might learn new skills to help improve their ability to cope with the 
stressors they face. This information was used at a later stage of the study.
The problems with the WCQ demonstrate the dangers of using “off the shelf’ measures 
when investigating job related stress and coping techniques for specific sections of the 
teaching profession and the importance of paying specific attention to the issues relating 
to each study population under consideration. As suggested by Murphy (1985) 
homegrown questionnaires are more likely to provide an accurate picture of 
participants’ experiences. Few researchers have developed their own measures, 
however, because the process can be time consuming and issues of reliability and 
validity can become a problem.
The findings from phase two of this study did show that although the tutor-teachers 
taking part appeared to possess several useful types of coping strategies, other strategies 
commonly used by many populations were not used by the tutor-teachers. The teachers 
themselves also drew attention to areas where they felt they could benefit from further 
education, specifically the areas of emotion management and communication training 
were proposed by participants in both the qualitative phase and quantitative phase of 
this research. This suggested that there was scope amongst this population for the 
application of an educational programme to help them learn how to understand the 
stress they face and how to cope with it in a more effective way. A stress management
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programme was therefore developed from these findings to provide the basis for an 
investigation of whether improving individuals’ self-efficacy by teaching the 
appropriate coping strategies can modify the impact of stress on their working lives.
The vehicle used for this research was a Stress Inoculation Training (SIT) programme, 
developed for this purpose from previous work by Meichenbaum (1985). The SIT 
programme was tailored to meet the specific needs of the tutor-teachers from 
information gathered from questionnaires administered in phase two of this research 
project, such modifications to the basic SIT programme are considered essential for the 
development of an effective programme (Meichenbaum, 1985).
Participants felt that training in emotion management might help them cope better when 
dealing with issues such as administration/pupils’ parents, work/home conflict etc. 
Ellis’ ABC model was identified as an appropriate approach to address this type of issue. 
Participants raised communication issues as important to them. Brainstorming and 
role-play techniques were taught during the SIT to develop their ability to communicate 
and as a means of teaching them how to approach certain types of situation. Many of 
the tutor-teachers identified problems that did not have an obvious solution such as 
having to deal with difficult pupils/parents/colleagues so some basic relaxation 
strategies were included in the SIT to help to diffuse the impact of such situations. This 
included teaching them progressive relaxation techniques and how to use a stress 
thermometer to help them identify when their stress levels had reached a critical point 
where they needed to do something to calm down. Participants were also taught how to 
keep a stress diary to help identify trigger points and to apply certain strategies to diffuse 
the potential problems etc.
It has been suggested that SIT methods may be particularly useful for people with high 
NA, low optimism scores because it can help them to adopt a different approach to 
evaluating their circumstances. The SIT programme used in this research project 
attempted to bring about such changes by way of educating individuals about the nature 
of stress and how to interpret their feelings differently and through learning certain 
strategies that can be applied to situations to make them appear less stressful. The
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PANAS measure was used to identify participants’ negative affectivity scores and the 
LOT scale was used to measure optimism. The TJSQ developed in phase two of this 
research was used to assess whether the SIT programme was successful in reducing the 
reported frequency of certain stressors and was modified to assess individuals’ 
appraisals of their own self-efficacy when dealing with stressful encounters.
Quick et a l  (1997) has suggested that there are problems measuring psychological 
changes (i.e. changes in feelings of stress in this study) because they can’t be measured 
directly. The transactional model of stress and the teacher stress model suggest that an 
effective stress management programme should bring about positive changes in health 
related measures moderated by the improvements in perceived self-efficacy. Measures 
of general health and physiological health (GHQ and SPS) were therefore used to assess 
the effectiveness of the SIT programme.
If reductions in the health and well-being problems, after receipt of the SIT programme 
for the individuals with positive changes in perceived self-efficacy, were recorded it 
could be argued that the education and strategies taught to participants through the SIT 
have helped to break the cycle of stress (stressor —> strain). If such reductions were 
maintained in spite of rises in the frequency of stressors it could indicate that events that 
may have been difficult to cope with in the past do not now present such difficulties. 
Individuals who had high NA or low optimism scores at the outset should more benefit 
from the intervention than the others if the SIT programme was effective.
Findings from this research project do suggest that modifying the way in which an 
individual perceives their self-efficacy through an SIT programme can influence their 
experience of stress. The high negative affectivity participants did report more 
improvement on the stress outcomes than others. Teaching individuals about the nature 
and the effect of perception on their stressful experiences and how to appraise events 
differently (using the ABC model), together with effective coping strategies (using 
Problem Solving Technique and Progress Relaxation Technique), appears to have 
enabled participants to feel more able to manage their perceived stress more effectively 
and also to have an effect on the mental health (“GHQ”), physical health (“SPS”).
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The whole procedure of this study appears not only to provide a greater understanding 
of junior high school tutor-teachers’ situation in Taiwan it also provides an approach 
that can be adapted for use with other teacher groups within the profession.
7.1 Limitations of the Research
There were a number of limitations to this research project. One of the main limitations 
was around the issue of access to participants. The study could only be undertaken with 
the help of the Taipei Education Bureau. However, the bureau limited official access to 
participants. This made both the data collection and the programme design difficult. 
For the quantitative phase of the study, access to schools was limited to 1 month only, 
this had to cover the whole procedure of making initial contact with participating 
schools, delivering the questionnaire to schools, and then collecting the questionnaire 
on completion. Had access to the schools have been greater the response rate might 
have been higher.
The education bureau had complete control over who took part in the study. They 
contacted participating schools and instructed them to make a certain number of 
participants available. The researcher did not have any opportunity to approach 
participants and explain the research aims to schools headmasters and participants 
before conducting the research. This may have led to misunderstandings between 
researcher, participants and schools’ headmasters which could have restricted the type 
of people willing to take part thus making the data collection difficult and introducing 
the potential for bias in the results, especially for the questionnaire phase.
For the intervention phase of the study, the researcher could not screen and select the 
higher stress individuals before the training programme. With greater access more 
participants could have been recruited and then only those with higher levels of stress 
might have been chosen for the final participants, using the TJSQ and the strain (GHQ 
& SPS) questionnaires as the selection mechanism. With these types of procedure, the 
effectiveness of the intervention programme in this study might have been better.
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Official access to the participants for the intervention was limited to a period of 8 weeks 
this meant that the WAIT group could not be given a follow-up assessment 4 weeks 
after training. As suggested by previous researchers, such as Dewe (1992), stress 
management studies should be undertaken as longitudinal studies because the effects of 
any intervention can take time to become apparent and time is needed to establish 
whether short-term changes are maintained over time.
One possible approach to enable a longitudinal study to take place could be to access 
trainee teachers. In Taiwan there are several universities that specifically concentrate on 
training the teachers of the future. Students within these universities are more at liberty 
to take part in research than qualified tutor-teachers because they do not have to work 
through the education bureau. Another approach could be to focus on people training to 
be tutor-teachers, in situ. These participants would already be experiencing some of the 
stressors faced by established tutor-teachers and it would provide an opportunity to 
investigate the differences between them (beginners/experienced teachers). These 
subject populations may respond differently to interventions and using this approach 
would allow a longitudinal study to investigate how stressors develop as people move 
from being trainees to experienced teachers.
7.2 Contributions of the Research 
Practical Contribution
The research undertaken for this project has produced some interesting results. The 
interview phase provided an operational job description for the position of 
“tutor-teacher” for the Taiwan Education Bureau and Junior High Schools in Taiwan. 
Prior to this study there was no comprehensive description of the tasks faced by 
tutor-teachers in Taiwan. The quantitative phase of research confirmed the issues raised 
in the qualitative phase of research and helped to identify the key types of stressors faced 
by tutor-teachers. It also revealed that many participants reported suffering from 
emotional problems especially anger and felt in need of an emotion management 
programme to help them to cope. Results from this study suggest that improving the 
way individuals appraise stressful events, the techniques to cope with stress and their
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communication skills could play a significant role in helping to reduce the impact of 
stress on tutor-teachers. These findings could be of help to both the Taiwan Education 
Bureau and junior high schools if  they wish to maintain tutor-teachers good 
performance.
The use of both qualitative and quantitative methods in this study has provided a 
detailed and specific understanding of the problems facing tutor-teachers that many 
stress related studies do not achieve through uni-modal approaches. Lazarus & 
Folkman (1991) have suggested that research into stress related problems needs to 
explore the ongoing interplay among stressors, strains and coping over time and to 
examine the possibility of multidirectional (mutual) causality. Lazarus (1991) also 
talked about the importance of recognising that stress “has been defined as a continually 
changing relationship between person and environment” (p. 4). Using single 
approaches to studying stress amongst groups of individuals such as the use of 
pre-defined questionnaires overlooks the emphasis placed by the transactional model on 
identifying the processes that link the individual with the environment.
This study also represents the first time that a Stress Inoculation Training (SIT) model 
had been used with junior high school tutor-teachers in Taiwan to help them manage 
their stress more effectively. The SIT had already been adapted for use successfully 
with a variety of other clinical problems in both individual and group treatment formats 
in Western countries such as managing anger reactions (Novaco, 1976a, 1976b, 1977a; 
1977b, 1980). Findings from this study suggest that the cognitive-behavioural 
techniques which underlie the SIT model apply equally to Taiwanese participants as to 
participants from western cultures as long as certain cultural differences are taken into 
account. The SIT framework might also be helpful for other occupations (e.g., police, 
nurse) and populations (e.g., the final year students on junior high school or on high 
school) in Taiwan on managing stress related problems (such as emotion problem, 
anxiety). This study provides a good example for Taiwanese researchers who want to 
investigate the effectiveness of various stress management methods.
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Fifteen years ago, McGrath (1987) urged researchers to approach the investigation of 
stress using theoretical models that would reflect the sequence of events in stress 
transactions as well as their interrelationships. Leventhal (1997) indicated that models 
of work stress should provide not only a platform upon which research can be built but 
also a stimulus to research and theory building as we differentiate and elaborate the 
relevant constructs. This research study was an attempt to move research along in the 
direction suggested by Leventhal, and McGrath.
The initial phases of this research were used to identify elements of the appraisal system 
proposed by the transactional model of stress. The TJSQ was used to identify the level 
and type of stressors faced by tutor teachers. The WCQ was used to identify the coping 
strategies currently available to participants to help them cope with their stressors and 
the preferable training programme list was used to identify possible constraints (areas 
where participants did not have the appropriate skills) that might prevent them being 
able to manage the problems they encountered.
Participants were taught new skills to help them overcome areas of weakness identified 
in phase two of this research by the TJSQ and the stress management programmes 
questionnaire. They were also taught how to reappraise their abilities and environment 
through education in an attempt to improve their perceived self-efficacy in dealing with 
their environment. The improvements recorded for participants after receiving the SIT 
programme on both psychological and physiological strain measures provide evidence 
in support of the idea that stress is a dynamic cognitive state in perceived self-efficacy 
measured by TJSQ when faced with certain events appear to reduce the impact of 
stressful events, as measured by their stress responses on the SPS and GHQ 
questionnaires.
Something that this research was not able to clarify, however, was how improved 
perceived self-efficacy affects the appraisal system proposed by the transactional model 
of stress and whether actual reductions in stress levels did take place. From a perceptual
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perspective it might have been expected that teaching new coping strategies that enable 
people to cope better would have changed the way in which people initially appraise 
stressful events, revising what counts as a stressful event. However, the TJSQ used to 
assess the effectiveness of the SIT programme found no changes in the frequency with 
which stressful events were perceived. It could be that participants in this study were 
less stressed at the outset than participants in phase two of the research and there might 
have been little scope for the SIT programme to bring about reductions in perceived 
frequency of stressors. It seems more likely, however, that the lack of change in 
perceived frequency of stressors scores demonstrates that the perception of potential 
stressors (primary appraisal) does not change. Stressful events are still recognised as 
such, but the impact of that event is reduced because in the process of secondary 
appraisal the individual has a greater perception of their ability to cope effectively with 
it. Whether this is the case however is hard to establish. Improvements were recorded 
on the SPS and GHQ measures which does suggest that the SIT did have a positive 
impact on stress responses. However, these measures are indirect and subjective 
because they rely on the use of self-report questionnaires which can only record how 
participants believe they feel. This type of report is open to distortion through wishful 
thinking or giving the response the participants feel is required. Future studies could 
make use of objective physical measures such as measures of blood pressure, heart rate, 
or uric acid to assess changes in stress level or record changes on behaviour pattern 
(such as cigarette smoking) to provide more objective evidence of changes resulting 
from SIT training.
One of the shortcomings of the “TJSQ-perceived frequency of stressor” scale is that it 
did not provide information regarding the link between perceived frequency of stressor 
and perceived stress level. Many participants reported high levels of perceived 
frequency of stressors, suggesting that stressful events happened very often. It was not 
clear however whether there was a relationship between high levels of perceived 
frequency of stressors and higher levels of stress. This made it difficult to identify 
whether the intervention programme actually helped to modify participants their stress 
levels. The TJSQ was modified to measure perceived self-efficacy and participants did 
record changes in their perceived self-efficacy in coping with stressors. This suggests
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that they felt more able to cope after the SIT programme but these findings could not be 
directly correlated to reductions in stress level and only indirect measures could be used 
to provide and indication of this. To reduce this ambiguity in the future the TJSQ could 
be modified to include questions to establish whether increased frequency of stressors 
does equate to perceived increased stress levels in the minds of participants and whether 
the training actually helps to modify participants perceptions of their stress levels.
Information and experience underpin the reappraisal process. As described in the 
transactional model of stress, information about the outcome of a particular behaviour 
affects subsequent behaviour. If an event is perceived as stressful on one occasion and 
the experience is stressful, when that event reoccurs it is likely to again be perceived as 
stressful. However, it is possible that the event was not in itself stressful but the 
perception applied to it made it stressful. Lazarus (1999) has illustrated that no one 
variable can be said to be “stress”, as they are all part of the transaction process, and an 
independent variable at one time may (as the encounter unfolds) be considered at 
another time as a dependent variable. This raises the essential issue of whether such 
reappraisal is actually reducing strain or increasing it. The feedback cycle implies that 
coping behaviours interact with the situation decreasing or amplifying strain and this 
provides information about the coping behaviour in that stressful situation. If an 
alternative perception or strategy can be introduced into the loop that reduces the 
outcome of the event, perception may be modified so that in the future the event, 
although still perceived as potentially stressful, does not provoke a stress response. By 
this means people can be helped to adjust, and find better stress coping strategies to use.
However, the transactional model does not indicate how to measure this appraisal 
process to demonstrate the effectiveness of the introduction of particular strategies. 
There are three general classes of self-report techniques that can be used to measure 
individuals’ cognitive appraisal: ad hoc single-item measures (designed to measure 
appraisals of specific stressors), multiple-item scales (represents more broadly based 
self-report scales) and self-report life event scales (which may have a direct, or indirect, 
bearing on the measurement of appraisal). This research made use of self-report life 
event scales, to measure participants’ belief in their own ability to cope with stressors.
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Faced with questions about particular types of stressors participants were asked to 
indicate how able they felt to cope with those stressors.
It could be argued that this measure when used at the beginning of the SIT programme 
provided a form of primary appraisal -  identifying the key stressors and establishing 
how well participants perceived they could cope with dealing with these stressors. The 
SIT programme provided participants with secondary appraisal skills -  being able to 
evaluate whether they had the skills to cope and being able to choose which ones were 
most appropriate. The repeated use of the perceived self-efficacy measure after the SIT 
training allowed secondary appraisal to take place whereby participants evaluated 
whether they now had the ability to cope with the stressors they faced. Nancy et al.
(2000) has suggested those primary and secondary appraisals are inter-related in this 
way.
What is not clear from the transactional model is how primary appraisal works, how 
individuals appraise situations and determine whether they are stressful or not. The 
transactional model of stress suggests that whether a stress experience is perceived as 
such is determined by the individuals’ appraisal of what is important to them. Many 
researches (Travers, 1994; 1996; Kyriacou, 1987; 2000; Kao, 2000) have identified 
teachers as being at particular risk from stress. In spite of this people still want to do this 
type of work. Although this question was not addressed in this research study, for future 
research the Effort-Reward Model (Siegrist, 1996; Siegrist et al,  1990) could provide a 
means of investigating primary appraisal more fully. The Effort-Reward Model 
suggests that occupational rewards determine whether stress is experienced or not. If 
the rewards are sufficiently attractive to an individual, what might cause stress for 
someone with different motivations does not cause stress for them. The tutor-teachers 
in Taiwan may be willing to accept the stressors they face in their jobs because of the 
rewards that it brings. A job such as tutor-teacher in Taiwan is perceived to be a stable 
job to have, no one can ask her/him to leave if they do not make mistakes, it is a far less 
competitive position than working in the industrial world. The pay is reasonably good 
and it is a job with significant social standing in Taiwanese society. Models such as this 
could provide further insight into how the appraisal system is supposed to work in
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practice and why individuals interpret potential stressors differently.
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There are many reasons why an event may be interpreted differently including the role 
played by individual differences. In the past, however, the transactional model has not 
explicitly addressed the issue of individual difference moderators. The effort-reward 
model may provide on means of investigating this role. This research, however, 
attempted to investigate the role played by individual differences such as personality 
traits (Negative affectivity) on stress-stain relationship and the effectiveness of a stress 
management programme aimed to help improve coping capability. This research 
confirmed that high NA participants seemed to benefit more than low NA participants 
from the stress intervention programme. It suggested that the SIT programme used for 
this study helped to modify individuals’ stress and also demonstrated the important role 
personality traits played in the stress-strain relationship.
In this research it was discovered that assessing the role of individual differences and 
their impact on stress responses was not a particularly easy thing to do. It was intended 
to concentrate on the roles of Optimism and N/A in the stress-strain relationship 
because both optimism and N/A are believed to be relatively stable traits. However, 
optimism did not appear to be stable at all in this study, even less stable than the stress 
outcome measures. NA is typically conceived as a stable trait (Spector et al., 2000) 
however in this research project, it tended to be surprisingly highly correlated with the 
stress outcome measures and was relatively unstable over time. It is possible that the 
wording of instructions relating to the time frame of the self-report questionnaire might 
have caused a problem. In PANAS questionnaire, participants were asked to recall their 
affectivity during “last few weeks”. This focused on a short period of time and may 
have made participants respond in a way that indicated their mood state during that short 
period. Spector et al. (2000) has argued that job conditions can influence dispositions, 
including NA. Participants may have been going through a bad time in their work 
which might have made them feel particularly negative even if their long term 
disposition might be more positive or vice verse. Further investigations of the potential 
moderating effect of personality trait should use multiple measures of stressors and 
strains and longitudinal and quasi-experimental research designs that enable more
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explicit differentiation between possible mechanisms.
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7.3 Theoretical Development in the Future
The transactional model of stress represents a move away from earlier, more 
deterministic theories of stress such as the engineering and physiological models. The 
transactional approach demonstrates recognition of the importance of psychological 
factors in stress and how it is experienced by individuals. However, future research into 
stress and occupational stress in particular needs to move even further, towards a more 
comprehensive approach to the understanding and management of occupational stress. 
Cooper (2000) has indicated that as we enter the new millennium, with all the 
complexities and changes taking place in the work environment, and in society 
generally, it is important to begin to understand the linkages in the stress-strain process 
and what role individual differences plays in the dynamic. This research study 
represents an initial step in this direction with its investigation of the moderating role 
played by NA/Optimism on the effectiveness of a stress management programme.
Research in occupational stress in the future should aim to develop a better 
understanding the processes that make people ill from work, if  we are to adequately 
intervene and enhance well-being. Hepburn et a l  (1997) have identified three groups: 
organisations, employees themselves and inter-employee groups that contribute to 
stress at work and should become involved in the process of tackling that stress in the 
workplace. These three target groups have been conceptualized on three levels: as 
primary, secondary, and tertiary interventions.
Primary interventions should focus on modifying or adapting the physical or 
social-political environment (stressors) in an organisation to meet the needs of workers. 
Secondary interventions should aim to increase individuals’ awareness of their levels of 
strain and to enhance their personal coping strategies. Tertiary interventions should be 
used to minimize the damaging consequences of stressors using counselling (e.g. 
“employee assistance programme”) programmes to help individuals cope more 
effectively with these consequences.
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Dewe (1994) has suggested that secondary interventions represent the most common 
form of stress management because they are targeted at individual rather than 
organizational changes. Organisations have been more inclined to teach employees to 
cope with stress than to remove sources of employee stress (Dewe, 1994; Murphy,
1992).
This research project also took the form of a secondary intervention because of its focus 
upon the individual rather than attempting to change the organisation. This was 
inevitable because the degree of access and finance available precluded a more holistic 
approach. However, many of the comments made by participants in phase two of this 
research drew attention to “organisational” issues that they considered to be a key 
source of stressful events. “Organisational issues” in the current study not only means 
particular schools, but could also refer to the role played by the Education Bureau and 
the education system in Taiwan because they are inter-related. Participants identified 
key issues relating to the way individual schools were run, the facilities available and 
the selection procedure for teachers throughout Taiwan as important elements of teacher 
stress. The role played by pupil’s parents was also identified as one of the main sources 
of tutor-teacher’s stress. An educational approach throughout the country as a whole 
encouraging parents to cooperate with tutor-teachers, if successful, could help 
significantly in reducing key stressors faced by the teachers.
Hepburn et al have argued that, many individual efforts to cope with workplace 
stressors have not been helpful and that some coping strategies have the reverse effect 
and can lead to even greater strain, such as some emotion-focused and avoidance coping 
strategies, (Zeidner 1995). Ganster (1995) also indicated that many preventive 
interventions targeted at individuals alone were not effective in the long term. Cooper 
et al  (2001) indicated that secondary interventions essentially reflect “damage 
limitation,” often addressing the outcomes rather than the sources of strain that may be 
inherent in an organisation’s structure, culture, or climate. But if stressors are systemic 
or structural (such as continuing excessive workload), individual coping behaviours 
may be insufficient, and job redesign or role restructuring may be required to alleviate
the strain experienced.
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The use of secondary interventions alone, although not providing a holistic approach, 
can have some advantages. They can typically be implemented quickly and may cause 
little disruption to existing work patterns (Murphy, 1995). Furthermore, Cooper et al
(2001) indicated that skills training and increasing employee awareness of strain may 
play an important role in extending workers’ psychological resources and in helping 
people deal with stressors that cannot be changed and hence have to be “lived with”. 
These strategies may also function to strengthen a person’s general resilience and 
resistance to stressors.
An important issue identified by Cooper et al. (2001) is that use of secondary 
interventions without a thorough exploration of the specific sources of strain, which 
might be represented by the use of “off the shelf’ stress management programmes such 
as “assertiveness training” or “anger management” may entail a shift of responsibility 
from management to individual workers. When such interventions fail it becomes a 
failure of the individual rather than the organisation. This research attempted to avoid 
such pitfalls by providing a comprehensive approach that allows for the development of 
a detailed understanding of stressors faced by the target population so that interventions 
can be targeted to meet the particular needs of the population thus helping in the more 
effective management of stress. Phases 1 and 2 of the research provided a means of 
developing an understanding of many of the organisational and personal issues that lead 
to stress in the workplace and phase 3 of the research provided a learning mechanism 
with a sound theoretical base to help employees to deal with stressors. The SIT 
programme attempted to help individuals to understand why they feel the way they do 
and help them learn practical techniques to overcome their difficulties.
This research does also provide the basis for the more holistic approach advocated by 
Hepburn. The procedures adopted for phase 1 and 2 of this research provided a great 
deal of information regarding both organisational and personal issues perceived by 
participants to be responsible for the stressors they face. The current research has also 
shown that secondary interventions can help participants develop their understanding of
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stress which can help them manage it more effectively. Overall participants generally 
changed their appraisal of their stress coping ability after the intervention and 
improvements were recorded for the perceived self-efficacy in coping with the reported 
strains.
This study adopted a group based inter-employee approach in which participants were 
taught many new coping strategies. Brainstorming and role-play exercises were used to 
encourage participants to share their experiences with other people who had had similar 
experiences and to teach them how to communicate more effectively in difficult 
situations. Although this approach was to some extent a product of the type of access 
available for this study, there is evidence, although only anecdotal, to suggest that many 
participants felt that the group approach had helped them to change their perception of 
their situation. No comparisons could be made between this approach and a one-to-one 
approach to stress management training. However, future studies could incorporate a 
control group situation in which participants were just encouraged to share their 
experiences. This could add to the evaluative process comparing the effectiveness of 
teaching new strategies on a one-to-one basis, in a group setting or whether simply 
encouraging participants to develop their own support network by sharing experiences 
can help increase their perceived self-efficacy.
The multimodal approach is important because of the increasing recognition that stress 
comes from various sources and can affect not only an individuals’ behaviour, but their 
psychological and physiological health also. The coping strategies available to 
individuals should include all of these aspects and interventions should teach 
individuals to use their coping strategies more selectively rather than adopting a “one 
size fits all” approach to all stressful encounters. Maynard et al  (1998) has suggested 
that multimodal interventions are more effective than uni-modal interventions because 
of the synergistic effect that combinations of two or more interventions can have. 
Multimodal interventions have been modelled to have a multiplicative function to 
enhance the effectives of intervention programme. The synergistic effect which implies 
multiplicative effects was defined by rating the combined interventions as significantly 
more effective than the effects of the two or three single interventions. This may be
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because individuals’ stress symptoms tend to be inter-related and overlapping, when an 
intervention only adopts a uni-modal approach overlapping aspects of the stress 
symptom remain and the symptom is not therefore reduced. In programmes in which all 
aspects of the stress symptoms can be addressed at the same time, it could be that 
inter-related parts are also reduced so the effects are likely to be greater. However, more 
research is required in this area to provide greater validity for this approach.
Stress intervention programmes should also be designed explicitly on the basis of the 
dynamic nature of the stress-strain process, aimed at the individual but including 
education about how organisational factors can influence the experience of stress. This 
research attempted to provide education about how organisational factors can influence 
the experience of stress. The participants in the third phase of this study were taught to 
recognise stressors which came from varied sources including themselves and the 
organisations and to think about the impact these had on them and how to counteract 
such feelings using the technique in Ellis’ ABC model of emotion.
Organizations are ever changing this, combined with the dynamic nature of stress 
means that individual needs are also constantly changing. It is therefore important that 
stress prevention programmes should also be dynamic, modified by changes in 
organization and the situation of people rather than developed at a specific time for 
repeated use regardless of change taking place around it. For this reason the 
transactional model of stress is likely to continue to form a key role to the study and 
management of occupational stress in spite of its shortcomings. Lazarus (1999) 
recognised that the interactional framework previously used to investigate stress may 
not provide a sufficiently comprehensive framework to enable a full understanding of 
the stress process. It is also limited in its ability to explain the dynamic nature of the 
stress process. Kaplan (1996) has suggested that, to advance our understanding of stress, 
research needs to focus on the sequence of events that occur in a stressful event in 
addition to the relationship between stimuli and responses. There is a growing belief 
that stress theories should not only identify, describe, and categorise the various 
stressors which occur (which might be from the individual, organization or society) and 
demonstrate the relationship between the different categories of stimuli and responses
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but they should also explore the nature of that relationship by investigating the 
moderating effects of different organisational, job-specific, and individual-differences 
on the experience of stress. The transactional model of stress suggests that an 
issue/event only becomes stressful to an individual if they perceive they do not have the 
resources to cope and the issue/event is of importance to them. The role played by 
individual differences, such as personality traits (Negative affectivity) on stress-stain 
relationship, has been identified in this research. Some participants appeared to feel 
greater degrees of stress than others. In this study, high NA participants seemed to be 
more vulnerable to stress. In the past the transactional model has not explicitly 
addressed the issue of individual difference moderators, but in the future, this could be 
an important issue for those using the transactional model to investigate stress related 
issues. Ways must be found to overcome some of the conceptualisation issues 
identified in this research and longitudinal studies should be undertaken with careful 
planning to avoid the problems distinguishing between short terms states and long term 
traits that were experienced in this study. However, for a complex subject such as stress 
only a complex model such as the transactional model or developments from it can help 
provide suitable insights to aid our understanding in the future.
7.4 Conclusion
This research has highlighted several areas in which further research could be conducted 
regarding how individuals experience and manage stressful experiences. A more 
detailed investigation of the role played by personality traits and environmental factors 
in moderating the effectiveness of stress management programmes is one obvious area 
for further research. Attempts should also be made to develop a multimodal approach 
to stress management training in which the dynamic nature of the stress-strain process 
could be investigated more fully.
Overall, however, the results of this research support the hypothesis of this thesis that 
self-efficacy and personality traits can moderate the way in which individuals 
experience stress. This study also demonstrated that individuals’ perceived 
self-efficacy could be altered, through education, to reduce the impact of stress on their
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working lives. The results of this study also appear to provide support for the central 
concept of the transactional model of stress, which suggests that stress is a dynamic 
cognitive state that emphasises the process of meaning, adjustment, and coping as core 
defining elements of stress. This provides support for the viability of the teacher stress 
model because it uses the same concept of the transactional model in a teaching 
situation. More work is needed to conceptualise some aspects of the transactional 
model and to develop tools that can effectively assess the processes described therein. 
The “Tutor-teacher’s Job-related Stressor Questionnaire” (TJSQ) developed in this 
study has been found to be an important tool for teacher stress researchers to help them 
understand the stressors faced by tutor-teachers in Taiwan and could be used in the 
future to investigate Taiwanese teacher stressors. The applicability of the process 
developed for this research project does not, however, have to be restricted for use in 
Taiwan. This research could also be used by researchers around the world to investigate 
stressors in many different occupations and in this way could contribute significantly to 
our understanding and management of the stress-strain process in the workplace.
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Thank you for participating in this interview. The purpose of this study is to learn 
about the content of a tutor-teacher’s job and the difficulties you face as a tutor. The 
answers you give in this interview are confidential and will be used in this study only. 
The things we talk about in this interview may be quite sensitive, and if you feel 
uncomfortable at any time, or in relation to any question, you should feel free to not 
answer, or to stop the interview. This interview will take about one hour.
Demographic Data
Ql: Do you mind telling me your age?
Q l.l: How old are you?
Q2 : Have you been married? (No-Q2.2)
Q2 .1: Except your husband, do you live with someone? (e.g., parents, sisters or brothers.
or friends) (To Q3)
Q2 .2 : Do you live with someone? (e.g., parents, sisters or brothers, or friends) (To Q3)
Q3: Do you have children? (No-Q4)
Q3.1: How many children do you have?
Q3.2 How old are they?
Q3.3: Do they live with you?
Q4: How long have you been working as a teacher?
Q5: Have you taken a career break?
Q5.1: How long was it? (No-Q6)
Q5.2: Why did you take it?
Q6 : When did you get your teaching certificate?
Q7: How long have you been a tutor-teacher?
Q8 : Which subjects do you teach?
Q9: How long do vou work during weekday day? From to (time)
Q9.1: How long do vou work on Saturday? From to (time)
Q10: Do you like your job?
Qll : What are the best things in your job?
Q12: What are the worse things in your job?
Q13: Have you ever wanted to turn over? (No-Q14)
Q13.1: Why did you want to turn over?
Q13.2: Why did you not turn over?
Q14: Do you think your job sometimes influences your family life? (No-Q15)
Q14.1 For example?
Q15: Do you think your family life sometimes influences your job? (N0-Q I6)
Q15.1 For example?
Job Description
Q16 : Please describe your daily job routine briefly.
Q17: Please describe those parts of your jobs that are related to students and their parents.
Q17.1: What are your responsibilities that are related to students and their parents in this 
job?
Q18: Please describe those parts of your jobs that are related to school’s administration.
Q18.1 : What are your responsibilities that are related to school’s administration in this job? 
Q19: Please describe those parts of your formal jobs that are related to your colleagues.
Q19.1 What are your responsibilities that are related to your colleagues in this job?
Q20: Please describe your working conditions (e.g. air conditioning).
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Difficulties in the Job
(1) Related to students
Q21: Please describe something related to your students that happened recently and
bothered you a lot?
Q22: How often do you suffer this sort of difficulties?
Q23 : In what way did it influence your work?
Q24: In what way did it influence your emotions?
Q25 : Did you understand why it happened?
Q26: How did you sort out the problem?
Q27: Were there anything similar to this that had happened before? (yes-Q21, No-Q28)
(2) Related to colleagues
Q28: Please describe something related to your colleague that happened recently and
bothered you a lot.
Q29: Did you suffer this problem frequently?
Q29.1 : How often did it happen?
Q30: What were the effects of this problem on your work?
Q31 : What were the effects of this problem on your work?
Q32 : Why did it happen?
Q33: How did you cope with that?
Q34: Were there some other things like this had happened? (yes-Q28, No-Q35)
(3) Related to administration of school (Q35 -  Q41)
(4) Related to daily hassle (Q42 -  Q48)
(5) Related to the working condition (Q49 - Q55)
(6) Related to your private (and family) life (Q56 -  Q62)
(7) Related to pupil’s parents (Q63 -  Q69)
Q70: Generally speaking, which of these things bothered you most?
Q71 : Generally speaking, when the difficulties happened, how did you cope with them?
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I. Job satisfaction
•  S ^ f-n ^ S c IE W to Ih]â l : Positive feedback from pupils
•  * Pupils have sticking to social norms;
•  §i^:ÉÉWlEiR]6^i01l : Positive influence on pupil;
•  > Pupils remember the teacher in the future;
•  ; Pupil’s academic results progressed;
II. Job dissatisfaction
1. : Pupil-related dimension
•  : Lack of support from parents
•  : Lack of support from pupils
•  fôMtW-iÎL ’ S ü :  ’ S ^ fn ^ê ï]5 F B ^tb @ 5 û  • Incompatible/conflicting demands on teacher
•  : Having to take responsibility for pupils’ academic
achievement and conduct
2. - Organisation-related dimension
•  * Lack of support from administration
•  : Inadequacies of school equipment
•  ^  : Long working hours
•  ; Lower job achievement
•  - Quality and quantity of workload
> Spending lots of time on Homework Diary;
: Too many trivial things have to be dealing with;
: Too many administration work have to do 
: Too many exam results have to be marked 
- Too many homework have to be marked
•  IffTfcMÉ ; Inadequate salary
3. > Society-related dimension
•  : Constraining code of dress and
behaviour (e.g. couldn’t wear sandals)
•  ^  : Status of the profession in society
•  ( tU : ) > Unreasonable social expectation (e.g. Teacher could
not make mistake)
III. X fFSlr& À ^feÿEï Work and home conflict
•  iWSSw0 S  ( « O Æ ^ )  ; Emotional transfer between situation
•  : Do not want to talk to anyone at home
•  SÜT^Wit B W Q ftow S S fS X S '/xW B tlB S n  B : Working on weekend so couldn’t be
together with family
•  : Authoritarian style (outside school)
•  : Ring parents at night
•  : Parents ring teacher at late night or have
a long conversation
•  ; Couldn’t finish work at school so have
to mark pupils’ exam or homework at home
) • Treating his/her own children as pupil (e.g. treating child as a junior high school student 
although they are younger than the age)
•  B : Too tired to care his/her own children
•  0  : Too tired to deal with housework
•  B B B ^/J^â : Caring pupils more than his/her own children
IV. lEIEtofnlM Problems related to organisation
1 . : Bad man-management
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•  — * Lack of consensus on minimum standards
•  fyj&WfâÿJÊîà'f'Mf ’ Poor administration
•  HkW-HT b ! > Poor communications between teachers and administrator in school
: Lack of support from administration
•  ( \WjW'- ) > Lack of effective consultation (e.g. shortage of
school consultants)
2. X fffô fifW fM Ê  : Bad working conditions
•  > Inadequacies of salary
: Quality and quantity of workload
: Long working hours
V. X f F W É M i S  Problems related to working environment
1. # #  : Noise
* M&iM) • Noise in classroom (e.g. from
fans, from traffic, from microphone, from athletic ground)
B IX S  P3 - Too noisy in office
: #7K) : Shortage of equipment
: Too hot in classroom 
ÏÆI8 .À IË #  ; Big classes
^  jij JfiJpjf, l ^ f )  : Smelly (e.g. from lavatory, from outside of the school)
: > #zK ) : Shortage of equipment in classroom; (e.g. Dim light;
leak)
: Poor facilities 
iS X la R Y x W IS ^  : Do not have privacy in office
VI. Problems related to colleagues
- lack of support and help from colleagues, when dealing with
pupils’ problems or academic problems
’ Colleagues who have different ideas about what should
do
fl]# [bBtÿ:XïS5S : Poor communication between colleagues
VII. Problems related to pupils’ behaviour and well-being
> Disruptive pupils
: Inter-pupil problems 
: Poor exam results 
: Lack of progress 
: Extorting money 
n m  = Fight
• Truancy 
: Disobedience 
# #  > Drug taking
: Individual pupils who continually misbehave 
: Mixed ability classes 
îE ^S Ü A to îE  > Taking over other tutor’s class 
: Poor motivated pupils 
tÿ lIlX  : Pupil returning school after a period of absence 
Ü S ; : Leave home 
P tB Ü 'e  : Cheeky
: Not doing homework frequently 
HtSBifrii: : Answering-back 
EÊI1 ; Lying
: Bad attitude to teacher
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•  > Stealing things
•  * Going to casino
•  ’ Unpredictable ( e.g. accident )
•  ’ Difficult classes
•  : Threatening teacher
•  : Smoking
•  : Misbehaving on exam
•  ( $0 : W Ü S 'f ô f r S  ’ ÎM1È ) - Pupil’s love affair (e.g. Familiarity, hug)
•  : Having bad friends
•  ) > Lack of support from pupils
•  : Difficult pupil
•  : Spoiled pupil
•  ) ■ Female pupil (more sensitive and troublesome)
•  ) : Low academic ability’s pupil
VIII. Problems related to pupils’parents
•  ) : Couldn’t manage the child
•  MfrWL'MPhlM. • Spoiling their child
•  IM S ( #P : IES ê  ) ; Parents thought their child is always right
•  > Giving too much pocket money to child
•  É îM 5 £ S i£ it  : Be raised by grandparents
•  > Lack of support from parents to teacher
•  : Parents interfere too much on the ways teacher manage and
teaching the form
•  M - M W ' W Ir] toS-IL > Too many argument to teacher
•  ( $0 : ; ) ; Improper notion (e.g. exam
result is the most important thing than others)
•  # # #  ; Divorced
•  M$P: lEU filtÉ  ’ W ®  ) - Dysfunctional family (e.g. Busy parents; love affair)
•  : Misunderstanding between teacher and parents
•  fS I I ï# lS % 0 #  : Parents who are very difficult to communicate with
•  * Parents who are self-opinionated
•  ; Mental ill’s parent
•  ; Quarrelsome parents
•  # $ 0 : IMB • M #  : ) : Parents’ occupation (e.g. Criminal, prostitute, or jobless)
•  > Too poor to look after their child
•  > Not willing to take parental responsibility
•  : Lack of parenting skills
•  W-MMIÊ. • Single parent
•  ; Let child nm wild
•  5^©  : Separated
IX. Ways of Coping
•  Talking to other colleagues
•  : Asking for help from colleagues
•  # ^ 0 0 # :  > Informing parents
•  # # # ^ . 0 #  : Educating parents
•  : Introspection
•  Îk.'æ M .M  ’ Setting Form Regulation (or class discipline)
•  : Asking for support from spouse
» ' Asking for support from pupil’s parents
•  : Asking for help from pupil’s parents
•  : Asking for support from colleagues
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•  : Communicating with colleagues
•  ’ Acquiescence (toleration )
•  ê  : Changing the ways of my teaching
•  ; Crying
•  : Reporting to administration through the teaching staff
•  > Referring pupil to school counselor
•  > Reporting to administration
•  m m m tk  ’ Caning pupil
•  : Communicating with pupil’s parents
•  # # # , # #  ( # % :  IBjË  ) ; Disciplinary sanctions (e.g. Bad Mark/Point)
•  : Asking for help from pupil’s closest friend
•  : Communicating with the whole form
•  > Having a walk or going to shopping
•  : Communicating with the individual pupil
•  $□: SffÈÏFIW 'i'xWSZiŸ ’ # #  ’ 8 1 8 # . .  ) : Checking everybody’s schoolbag (in case
they take knife, drugs, pornographic book.. )
•  : Asking for advice from colleagues
•  'F-WbL : Ignoring it
•  ( S P S S ' S  ) : Sorting out the problem (direct coping)
•  : Talking to spouse
•  • Visiting parents at home
•  MMIÈf ’ Open evening (parent-teacher evening)
•  ; Asking for help from administration
•  ; Communicating with administration
•  > Referring pupil to the discipline department
•  JSIB'S : Forgetting it
•  SficElliS Self-adaptation
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I. Pupils’ behaviour and well-being related problems
1. > Disruptive pupils;
2. > Inter-pupil problems;
3. : Poor exam results;
4. : Lack of progress;
5. : Extorting money;
6. : Fight;
7. : Truancy;
8 . ; Disobedience;
9. # #  : Drug taking;
10. ’ Individual pupils who continually misbehave;
11. ; Mixed ability classes;
12. : Taking over other tutor’s class;
13. > Poor motivated pupils;
14. : Pupil returning school after a period of absence;
15. : Leave home;
16. O f Ü # #  > Cheeky;
17. : Not doing homework frequently;
18. liS Ê ÎP S  ’ Answering-back;
19. ï£ Ü  • Lying;
20. S jS + X S X  : Bad attitude to teacher;
21. ##L@) ’ Stealing things;
22. : Going to casino;
23. ; Unpredictable (e.g. accident) ;
24. HïtfffÉfàîŒ > Difficult classes;
25. ’ Threatening teacher;
26. : Smoking;
27. : Misbehaving on exam;
28. ( $□ : ’ # # )  : Pupil’s love affair (e.g. Familiarity, hug);
29. : Having bad friends;
30. ) > Lack of support from pupils;
31. fm ###m % #^ :D ifficu ltp u p il;
32. > Spoiled pupil;
33. ( # # # % # # to  ) : Female pupil (more sensitive and troublesome);
34. fM S f§llfô5g32 ( tlU : ) : Low academic ability’s pupil;
II. Problems related to pupils’ parents
1. S : E E / @ S H M x?â?x if '/È 7  ( ) ; Couldn’t manage the child;
2. : Spoiling their child;
3 . I IM  ( tU : IE S  S  ) = Parents thought their child is always right;
4. • Giving too much pocket money to child;
5. > Be raised by grandparents;
6 . : Lack of support from parents to teacher;
7. > Parents interfere too much on the ways teacher manage and 
teaching the form;
8 . : Too many argument to teacher;
9. ( $n : ; M J j E S  : ) : Improper notion (e.g. exam
result is the most important thing than others);
10. - Divorced;
11. X S ïtitÊ X ÏiiT : ( M®: X ü E I 't  ’ ) : Dysfunctional family (e.g. Busy parents; love affair);
12. : Misunderstanding between teacher and parents;
13. > Parents who are very difficult to communicate with;
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14. - Parents who are self-opinionated;
15. : Mental ill’s parent;
16. ; Quarrelsome parents;
17. $Eil:6iJlE i8  (f^J$0: IMG : : Parents’ occupation (e.g. Criminal, prostitute, or
jobless);
18. S ;H 6tl^ÜE ’ : Too poor to look after their child;
19. : Not willing to take parental responsibility;
20. ^£n$DHI£it/JvE% : Lack of parenting skills;
2 1 . : Single parent;
22. ; Letchildnmwild;
23. : Separated;
III. : Ways of coping
1 - Talking to other colleagues;
2. : Asking for help from colleagues;
3. ' Informing parents;
4. : Educating parents;
5. ^ # § 3  : Introspection;
6 . Ix/ÈlEâil : Setting Form Regulation (or class discipline);
7. > Asking for support from spouse;
8 . : Asking for support from pupil’s parents;
9. : Asking for help from pupil’s parents;
10. : Asking for support from colleagues;
11. # [ % # # #  : Communicating with colleagues;
12. > Acquiescence (toleration) ;
13. B £ |t É  » Changing the ways of my teaching;
14. ; Crying;
15. > Reporting to administration through the teaching staff;
16. : Referring pupil to school counselor;
17. : Reporting to administration;
18. > Caning pupil;
19. # # ^ 3% :  Communicating with pupil’s parents;
20. # # # # #  IBjIs! ) : Disciplinary sanctions (e.g. Bad Mark/Point);
21. f n ] : Asking for help from pupil’s closest friend;
22. fn)# # 0  : Communicating with the whole form;
23. : Having a walk or going to shopping;
24. : Communicating with the individual pupil;
25. $□: SW HW '/xW fETJB1 ’ # # ’ # $ # . . ) :  Checking everybody’s schoolbag (in case 
they take knife, drugs, pornographic book.. );
26. : Asking for advice from colleagues;
27. : Ignoring it;
28. ( S S S f i ' S  ) : Sorting out the problem (direct coping);
29. a -fflB fë  : Talking to spouse;
30. : Visiting parents at home;
31. S l i S "  * Open evening (parent-teacher evening);
32. : Asking for help from administration;
33. ; Communicating with administration;
34. : Referring pupil to the discipline department;
35. : Forgetting it;
36. S S IM tS  ’ Self-adaptation;
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Instruction in the beginning of card-sorting
m^w-TJ'/jui kj'Ck mjmwpymÉï ’ °
^
Thank you for participating in this research. I am carrying out a study of what people 
think and feel about teacher stress. Three groups of cards will be presented to you 
separately. Each group of cards is concerned with one topic, as described below. I am 
asking a number of people to look at the following cards and sort them into groups in 
such a way that all the cards in any group are similar to each other in some important 
way, and different from those in the other groups. You can put the card into as many 
groups as vou like and put as many cards into groups as vou like. There is no right or 
wrong answer, is your views that count.
For example, suppose you were given eight cards on which were written the words.... 
‘England’, ‘White’, ‘Spain’, ‘France’, ‘Taiwan’, ‘Yellow’, ‘Japan’, ‘Korea’
And asked to sort them into piles which contained similar ideas.
You might put all the card with ‘colors ’ in one pile, and all the cards with ‘countries ’ into 
another. The piles would therefore represent ideas which were similar to each other, but each 
pile was different from the other one.
When you have carried out a sorting, I would like you to tell me the reason for your 
sorting and what it is that the cards in each group have in common. When you have 
sorted the pictures once I will ask you to try it again, using any different principles 
you can think of and we will carry on as many times as you feel able to produce 
different sorts. Please feel free to tell me whatever occurs to you as you are sorting the 
cards.
In the example earlier, your second sort might put them into ‘Asia countries’, ‘European 
countries’, and ‘Colors’. Your third sort might put them into ‘Asia countries and Yellow’ and 
European countries and White ’.
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Instruction for “ways of coping”
This group is some ways teachers may use to cope with the problems they face. There 
are 39 cards in this group. Please try to categorize them in your views.
Instruction for “problems related to pupils’ parents”
° * # 2 3  m e # - , m m m w a
This group is some problems that teachers faced related to pupils’ parents. There are 
23 cards in this group. Please try to categorize them in your views.
Instruction for “problems related to pupils’ behaviour and 
well-being”
This group is some problems that teachers faced related to pupils. There are 34 cards 
in this group. Please try to categorize them in your views.
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Job Title:
Tutor-teacher of Junior High School
Job Context:
1. Working in junior high schools in Taiwan.
2. Level of education required:
• Teaching degree in normal university or
• University degree in any subject together with an appropriate teacher 
qualification.
Job Summary:
1. Looking after the welfare and educational needs of a class of approximately 50 
students.
2. Teaching one subject per week to two or three classes of 50 pupils (around 12 
lessons).
3. Maintaining contact with students’ parents.
Job Content:
1. Weekly job
• Teaching one subject to two or three classes including tuition class. This 
involves around 12 teaching hours per week, only 4 hours less than curriculum 
teacher.
• To check students' Weekly Home Book in which students write down what 
they've gained from the week. This includes details about their feelings of the 
week. This book is similar to a diary but weekly.
• Holding a formal weekly meeting with the class.
2. Regular activities
• Arranging the exam times for students throughout the academic year to cover all 
subjects studied unless the mid-term exam and final exam are arranged by 
school.
• Encouraging the climate of class. A good teacher will want the class to be top in 
all school competitions, (e.g. weekly tidy and clean competitions) and will 
encourage pupils to try to achieve this.
• Checking the Daily Home Book in which students write down what homework 
have to be done on the day, contents teacher want to contact pupils’ parents, and 
asked pupils’ parents to signature.
3. Job related to student’s welfare
• Helping students to sort out their academic problems (e.g. falling behind with 
course work, poor results etc).
• Helping students to sort out their interpersonal problems (e.g. with friends, 
classmates, or girl/boyfriend etc.).
• Helping students with psychological problems (e.g. depression, leaving home 
and suicide etc.), including referring students to the school counselor if 
necessary.
• Helping students to sort out their behavioural problems, violent and disruptive 
behaviour (e.g. fighting with others, taking drugs, etc.), including referring the
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student to the office of the dean of students and school counsellor if necessary.
4. Job related to student’s parents
• Maintaining contact with students parents if the student is suffering from any 
problems (e.g. academic, mental, physical etc.).
• To check every student’s Daily Contact Book in which the daily schedule is 
written, parents must sign this book every day to indicate that their child has 
done all of their homework. If there are something the teacher wants to contact 
the pupil’s parent they can write in the book.
5. Job related to Administration
• Discipline Department for pupils’ discipline problem.
• Study Department for all of teaching affairs.
•  Financial department for financial matter.
Working Conditions:
1. Physical condition
• Office: A desk in an office, sharing the office with other tutors, (normally 
more than ten teachers in an office). With air conditioning and phones, can be 
very noisy.
• Classroom: Designed for teaching around 50 pupils. There is a big blackboard 
or whiteboard, sometimes on a raised platform with a desk but no chair. Air 
condition or fans are operating in summer.
2. Working hours
• During term time, working from 7am to 7pm
• During term time, a six-day week is worked with two Saturday holidays per
month.working from 07.20am -  12pm on alternative Saturdays.
• During term time, 4pm to 6pm tutor-teachers were involved in supervising 
students during self study time or hold examinations etc.
• During term time, lunchtime is from 12:00pm to 1:00pm
• Two months summer vacation and one month winter vacation plus a week
spring vacation and all of the bank holidays
3. Economic condition
•  Salary is £1000 per month plus a yearly bonus depending on the government
Performance Standards:
1. The climate of class
• Behaviour of students (e.g. students cause less trouble)
• Students marks improved compared to previous performance in the interclass 
competition
• Improvements in the academic achievement of students
2. Relations with students
3. Relations with students parents
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Dear Tutor-teacher
Thank you for agreeing to take part in this research. My name is Chin-Yi Shu and I am 
a Ph.D. student in the psychology department of the University of Surrey in the UK.
The purpose of this study is to investigate the type of the difficulties tutor face in their 
working lives and the techniques they use to sort out these difficulties. The answers 
you give in this questionnaire are completely anonymous and will be used in this 
study only.
Please read the instruction of each section of questionnaire and each statement 
carefully before answering. There may be questions or statements within the 
questionnaire which you might be uncomfortable with. If you do feel uncomfortable, 
you do not have to answer the questions, however I would be most grateful if you 
could complete all sections
This questionnaire should take about thirty minutes. After you have completed, please 
put it into the envelope provided and return it to the person who gave you the 
questionnaire.
Sincerely yours 
Chin-Yi Shu
Department of Psychology 
School of Human Sciences 
University of Surrey
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xxi
The following list describe some situations that have happened in your job, these situations might be 
difficult or troubling for you, either because you felt distressed about what happened, or because you 
had to use considerable effort to deal with the situation. Read each statement carefully and indicate, by 
circling the appropriate number, to what extent you experienced these situations and were troubled by 
them, e.g. 0 1 2 (3).
0=Not troubled l=Troubled occasionally 2=Troubled often 3=Troubled frequently________
Not  Occasionally Often Frequently
1. Having to be concerned with trivial things such as pupils or daily administration.
2. Teaching too many courses per week.
3. Using private time to deal with job-related work.
4. Spending lots of time on pupil’s Homework Diary, marking test and homework
5. Having more problems managing pupils than usual.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
6 . Dealing with inter-pupils’ problems.
7. Difficult pupils.
8 . Dealing with pupils who suffered emotional problem.
9. Poor pupils’ academic results despite my efforts.
10. Mixed ability classes.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
11. Pupils who are not interest on study.
12. Feeling insecure because of some pupils’ bad attitude toward me.
13. Difficult classes.
14. Individual pupils who continually misbehave on examine.
15. Pupils’ general discipline problems (e.g. lying, having girl/boyfriend).
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
16. Pupil’s serious discipline problems (e.g. extorting money).
17. Unpredictable events such as fighting, accidents.
18. Competition between classes.
19. Trying to manage difficult pupils from unconventional families (e.g. single 
parent) or dysfunctional families (e.g. parent had love affair).
20. Large classes.
0 1 2  3 
0 1 2  3 
0 1 2  3
0 1 2  3
0 1 2 3
21. Poor communication between teachers and administration.
22. Poor man-management
23. Lack of influence in decision making at school.
24. Lack of understanding of difficulties from headmaster and administration.
25. Lack of support from headmaster and administration
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
26. Poor administration
27. Lack of consensus on minimum standards
28. Conflict with parents over their responsibility for pupils’ wrong doing.
29. Parents disagree with the ways I manage and teach the form.
30. Self-opinionated parent who do not respect my opinion.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
3 1. Poor parental control, so parents let the children run wild.
32. Dealing with parents who have spoilt their child and allow them to develop 
bad behaviour or belief.
33. Dealing with parents who have improper notion.
34. Lack of parental skill in dealing with their children, leading to teachers 
feeling drained because of the extra attention required.
3 5 . Misunderstanding between teacher and parents.
0 1 2  3 
0 1 2  3 
0 1 2 3 
0 1 2  3 
0 1 2  3
36. Lack of support from parents. 0 1 2  3
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Not Occasionally Often Frequently
37. Role ambiguous.
38. Role conflict.
39. Poor career structure.
40. Poor promotion opportunities.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
41. Not finding their j ob fulfilling.
42. Unreasonable expectations of teacher (e.g. teacher could not make mistake).
43. Finding the responsibility for pupil’s academic achievement, behaviour 
and safety at school too much.
44. Constraining code of dress and behaviour.
45. Lack of support and help from colleagues, when dealing with pupil’s 
problem or academic problem.
0 1 2  3 
0 1 2  3
0 1 2  3
0 1 2  3
0 1 2  3
46. Poor communication between colleagues.
47. Colleagues who have different ideas about what should do.
48. Conflicting demand on the educational principle.
49. Could not get the further information to improve my teaching.
50. Inadequate salary.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
Other Problems you face as a tutor:
Ways of Coping
Please briefly describe the most job-related stressful situation that you have experienced in the past 
week. Please think about the details of this stressful situation, such as who was involved, where it 
happened, how you dealt with or are dealing with the problem, how you dealt with or are dealing with 
your stress, and What effect do you think the situation had on you.
As you respond to each of the statements below, please keep the job-related stressful situation that you 
described above in mind. Read each statement carefully and indicate, by circlins the appropriate 
number the extent to which these statements apply to your situation and how you have handle it, e.g. 0  
1 2 (3).
0=Does not apply or not used l=Used occasionally 2=Used often 3=Used frequently_________
Doesnot Occasionally Ofien fioquenfly 
used _____
1. I just concentrated on what I had to do next — the next step.
2. I tried to analyse the problem in order to understand it better.
3. I turned to work or another activity (e.g. taking a walk or shopping) to take 
my mind off things.
4. I felt that time would make a difference -  the only thing was to wait.
5. I bargained or compromised to get something positive from the situation.
0 1 2  3 
0 1 2  3
0 1 2  3 
0 1 2  3 
0 1 2  3
6 . I did something that I didn't think would work, but at least I was doing something.
7. I tried to get the person responsible to change his or her mind.
8 . I talked to someone (e.g. colleague, fiiend, relative to find out more about the situation.)
9. I criticised or lectured myself.
10. I tried not to bum my bridges, but leave things open somewhat.
0 1 2 . 3  
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
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Dœsnot  GrasicnaHy (Men Frequently 
used
11. I hoped for a miracle.
12. I went along with fate; sometimes I just have bad luck.
13. I went on as if nothing had happened.
14. I tried to keep my feelings to myself.
15. I looked for the silver lining, so to speak; I tried to look on the bright side of things.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
16. I slept more than usual.
17. I expressed anger to the person (s) who caused the problem.
18. I accepted sympathy support and understanding from someone.
19. I told myself things that helped me feel better (self-adaptation).
20. I was inspired to do something creative about the problem.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
21. I tried to forget the whole thing.
22. I got professional help (e.g. school counselor, discipline department, and colleague).
23. I changed or grew as a person.
24. I waited to see what would happen before doing anything.
25. I apologised or did something to make up.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
26. I made a plan of action and followed it.
27. I accepted the next best thing to what I wanted.
28. I let my feelings out somehow (e.g. cry).
29. I realised that I had brought the problem on myself.
30. I came out of the experience better than when I went in.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
31. I talked to someone who could do something concrete about the problem 
(e.g. administration, pupil’s parents).
32. I tried to get away from it for a while by resting or taking a vacation.
33. I tried to make myself feel better by eating, drinking, smoking, using, or 
medications, etc.
34. I took a big chance or did something very risky to solve the problem.
35. I tried not to act too hastily or follow my first hunch.
0 1 2  3 
0 1 2  3 
0 1 2  3
0 1 2  3 
0 . 1  2 3
36. I found new faith.
37. I maintained my pride and kept a stiff upper lip.
38. I rediscovered what is important in life (work wasn’t the most important in life).
39. I changed something so things would turn out all right.
40. I generally avoided being with people.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2 3
41. I didn't let it get me; I refused to think too much about it.
42. I asked advice from a relative, friend or colleague I respected.
43. I kept others from knowing how bad things were.
44. I made light of the situation; I refused to get too serious about it.
45. I talked to someone about how I was feeling.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
46. I stood my ground and fought for what I wanted.
47. I took it out on other people.
48. I drew on my past experiences; I was in a similar situation before.
49. I knew what had to be done, so I doubt my efforts to make things work.
50. I refused to believe that it had happened.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
51. I promised myself that things would be different next time.
52. I came up with a couple of different solutions to the problem.
53. I accepted the situation, since nothing could be done.
54. I tried to keep my feelings about the problem from interfering with other things.
55. I wished that I could change what had happened or how I felt.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
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Doesnot Qrasimally Ofien Requenfly 
_______________  used
56. I changed something about myself (e.g. changing the ways of teaching).
57. I daydreamed or imagined a better time or place than the one I was in.
58. I wished that the situation would go away or somehow be over with.
59. I had fantasies or wishes about how things might turn out.
60. I prayed.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
61. I prepared myself for the worst.
62. I went over in my mind what I would say or do.
63. I thought about how a person I admire would handle this situation and used 
that as a model.
64. I tried to see things from the other person's point of view.
65. I reminded myself how much worse things could be.
0 1 2  3 
0 1 2  3
0 1 2  3
0 1 2  3 
0 1 2  3
6 6 . I jogged or exercised.
67. I tried to set class discipline and ask pupil follow it.
6 8 . I caned pupil or used disciplinary sanctions (e.g. bad mark).
0 1 2  3 
0 1 2  3 
0 1 2  3
Other ways you used to deal with your job-related stressful situation:
Stress Reduction Programme
How effective do you think the following programme will be helping you to reduce your feeling of 
stress if these programmes will provide to you? Read each statement carefully and indicate, by circlins 
the appropriate number, to what extent you feel of the programme will help, e.g. 0 1 2 (3). If
you have some other information or suggestions about the programme, please write them on the button 
cell.
0=WiIl not help l=Will help a little 2=WiIl help quite a bit 3=Will help a great deal
Will not help help a great
 _______________________________________________________________________________ help a little abit deal
0 1 2  3
0 1 2  3
0 1 2 3
0 1 2  3
0 1 2  3
Other programmes you thought may be helpful for you
Emotion management programme, e.g. Managing your anger 
Anxiety management programme, e.g. Relaxation programme 
Time management programme, e.g. Managing your time effectively 
Counselling skill training programme 
Communication skill training programme
Demographic data
 Gender (1) Female (2) Male
 Age (1) 24 and below (2) 25-29 □ 30-34 (3) 35-39 (4) 40-44 (5) 45-49 (6) 50 and more
 Marriage (1) Single (2) Married/live with partner (3) Divorced/separated
How long have you been a tutor-teacher? Years Months
Name of the school you work in:___________________
Thank you for your participant, it is really appreciate for me.
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Consent to Participate in Psychology Research
1. I consent to participate in the present research with the understanding that it is for the 
purpose of helping me to cope with job-related stress.
2. I was being informed that the obtained results will be used solely for teaching and research 
purposes. All information regarding my personal data will be kept in strict confidence.
3. I have been informed that I am free to withdraw from the study at any time.
Name : _____________________________________ Date_: ___
Participant's Signature - ____________________
Please (^responses as honestly and spontaneously as possible.
1 . Sex: j-jMale Qpemale
2. Year of birth: 19_____
3. Marital Status : q  Single Q  Married [—j Cohabited Q  Divorced Q  Separated q  Widowed
4. Number of years in teaching:_____years months
5. Number of years being a tutor : _____ years months
6 . Number of pupils in your class:_____pupils
7 . Number of teaching staff in your school:_____ teachers
8 . In general, how stressful do you find being a tutor-teacher?
□ □ □
(1) Not at all (2) Mildly (3) Moderately 
stressful stressful stressful
9. How do you rate your ability to cope with stress?
□ □ □
(1) Certainly not as (2) Probably not (3) About (4) 
well as most as well as average
colleagues colleagues
10. Overall, how much do you enj oy your j ob?
□ □ □
(1) Not at all (2) Occasionally (3) Sometimes (4)
Please fill in the following questionnaires carefully, and post them back to the 
researcher by the attached stamped addressed envelope. If you have any 
questions, the researcher will be glad to help.
□
(4) Very 
stressful
□
(5) Extremely 
stressful
□ □
Probably better (5) Certainly better 
than most than most
colleagues colleagues
□
Most of time
□
(5) All of the time
Thank You fo r Your Co-operation !
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Tutor-teacher’s Job-related Stressor Questionnaire
The following list describe some situations that have happened in your job, these situations might be 
difficult or troubling for you, either because you felt distressed about what happened, or because you 
had to use considerable effort to deal with the situation. Read each statement carefully and indicate, by 
circlins the appropriate number on the middle column, to what extent you experienced these situations 
and were troubled by them, e.g. 0 1 2 (3). 0=Not troubled l=Troubled occasionally 2=TroubIed 
often 3=TroubIed frequently
Please indicate what you think on dealing with the trouble, by circlins the appropriate number on the 
right column, e.g. 0 1 2 (3). l=Very Easy 2=Easy 3=DifficuIt 4=Very Difficult
No Troubled Troubled 
troubled often
Troubled
frequently
Very
easy Easy Difficult
Very
difficult
1 . Teaching too many courses per week. 0 1 2 3 0 1 2 3
2 . Using private time to deal with job-related work. 0 1 2 3 0 1 2 3
3. Spending lots of time on pupil’s Homework 
Diary, marking test and homework
0 1 2 3 0 1 2 3
4. Difficult pupils. 0 1 2 3 0 1 2 3
5. Dealing with pupils who suffered emotional problem 0 1 2 3 0 1 2 3
6 . Poor pupils’ academic results despite my efforts. 0 1 2 3 0 1 2 3
7. Mixed ability classes. 0 1 2 3 0 1 2 3
8 . Pupils who are not interested in studying. 0 1 2 3 0 1 2 3
9. Feeling insecure because of some pupils’ bad attitude 
toward me.
0 1 2 3 0 1 2 3
1 0 . Difficult classes. 0 1 2 3 0 1 2 3
11 . Individual pupils who continually misbehave. 0 1 2 3 0 1 2 3
12. Pupil’s serious discipline problems (e.g. 
extorting money).
0 1 2 3 0 1 2 3
13.
14.
Unpredictable events such as fighting, accidents. 
Trying to manage difficult pupils from
0 1 2 3 0  1 2 3
unconventional families (e.g. single parent) or 
dysfunctional families (e.g. parent had love affair).
0 1 2 3 0  1 2 3
15. Poor communication between teachers and 
administration.
0 1 2 3 0 1 2 3
16. Poor man-management 0 1 2 3 0 1 2 3
17. Lack of influence in decision making at school. 0 1 2 3 0 1 2 3
18. Lack of understanding of difficulties from 
headmaster and administration.
0 1 2 3 0 1 2 3
19. Lack of support from headmaster and 
administration
0 1 2 3 0 1 2 3
2 0 . Poor administration 0 1 2 3 0 1 2 3
2 1 . Lack of consensus on minimum standards 0 1 2 3 0 1 2 3
2 2 . Conflict with parents over their 
responsibility for pupils’ wrong doing.
0 1 2 3 0 1 2 3
23. Parents disagree with the ways I manage and 
teach the form
0 1 2 3 0  1 2 3
24. Self-opinionated parent who do not respect my 
opinion.
0 1 2 3 0  1 2 3
25. Poor parental control, so parents let the children 
run wild.
0 1 2 3 0  1 2 3
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No Troubled Troubled Troubled Very Very
troubled «ascnaBy often frequently easy Easy Difficult difficult
26. Deal ing with parents who have spoilt their 
child and al low them to develop bad 
behaviour or belief.
27. Dealing with parents who have improper notion.
28. Lack o f  parental skill in dealing with their 
children, leading to teachers feeling drained 
because of  the extra attention required.
29. Misunderstanding between teacher and parents.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
30. Lack o f  support from parents.
31. Poor career structure.
32. Poor promotion opportunities.
33. No t  finding their job fulfilling.
34. Inadequate salary.
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3 
0 1 2  3
Other Problems you face as a tutor-teacher:
PANAS
This scale consists of a number of words that describe different feelings and emotions. Read each 
statement carefully and indicate, by circlins the appropriate number the extent you have felt this way 
over the past few  weeks, e.g. 0 1 2 (3) 4
0 = very slightly or not at all 1 = a little 2 = moderately 3 = quite a bit 4 = extremely
In th e  p a st few  w eek , I w as not at all a little moderately quite a bit extremely
1. Interested 0 1 2 3 4
2. distressed 0 1 2 3 4
3. excited 0 1 2 3 4
4. upset 0 1 2 3 4
5. strong 0 1 2 3 4
6. guilty 0 1 2 3 4
7. scared 0 1 2 3 4
8. hostile 0 1 2 3 4
9. enthusiastic 0 1 2 3 4
10. proud 0 1 2 3 4
11. irritable 0 1 2 3 4
12. alert 0 1 2 3 4
13. ashamed 0 1 2 3 4
14. inspired 0 1 2 3 4
15. nervous 0 1 2 3 4
16. determined 0 1 2 3 4
17. attentive 0 1 2 3 4
18. jittery 0 1 2 3 4
19. active 0 1 2 3 4
20. afraid 0 1 2 3 4
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Stress Physiological Symptom
Circle the number that best represents the frequency of occurrence of the following physical symptoms 
over the past few  weeks.
Infrequently Occasionally Very Often
(More than once (More than once in (More than once 
Never in four weeks) two weeks)_______ per week) Constantly
1. T ension Headaches
2. Migraine (vascular) headaches
3. Stomachaches
4. Increase in blood pressure
5. Cold hands
6 . Acidic stomach
7. Shallow, rapid breathing
8. Diarrhoea
9. Palpitations
10. Shaky hands
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2  3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4
11. Burping
12. Gassiness
13. Increased urge to urinate
14. Sweaty feet/hands
15. Oily skin
16. Fatigue/exhausted feeling
17. Panting
18. Dry mouth
19. Hand tremor
20. Backache
0 1 2 3 4 
0 1 2 3 4 
0 1 2  3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4
21. Neck stiffness
22. Gum chewing
23. Grinding teeth
24. Constipation
25. Tightness in chest or heart
26. Dizziness
27. Nausea/vomiting
28. Menstrual distress
29. Skin blemishes
30. Heart pounding
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4
31. Colitis
32. Asthma
33. Indigestion
34. High blood pressure
35. Hyperventilation
36. Arthritis
37. Skin rash
3 8. Bruxism/j aw pain 
39. Allergy
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2  3 4 
0 1 2 3 4 
0 1 2 3 4 
0 1 2 3 4
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General Health Questionnaire
We should like to know if you have had any medical complaints, and how your health has been in 
general, over the vast few weeks. Please answer ALL the questions simply by Circle the answer which 
you think most nearly applies to you. Remember that we want to know about present and recent 
complaints, not those that you had in the past.
HAVE YOU RECENTLY:
1. Been able to concentrate on what ever you’re 
doing?
2. Lost much sleep over worry?
3. Been having restless, disturbed nights?
4. Been managing to keep yourself busy and 
occupied?
5. Been getting out of the house as much as 
usual?
6. Been managing as well as most people would 
in your shoes?
7. Felt on the whole you were doing things well?
8. Been satisfied with the way you’ve carried out 
your task?
9. Been able to feel warmth and affection for 
those near to you?
10. Been finding it easy to get on with other 
people?
Better than 
usual
Not at all 
Not at all
More so than 
usual
More so than 
usual
Better than 
most
Better than 
usual
More satisfied
Better than 
usual
Better than 
usual
Same as usual
No more than 
usual
No more than 
usual
Same as usual
Same as usual
About the same
About the same
About same as 
usual
About same as 
usual
About same as 
usual
Less than usual
Rather more 
than usual 
Rather more 
than usual
Rather less than 
usual
Less than usual
Rather less well
Less well than 
usual
Less satisfied 
than usual
Less well than 
usual
Less well than 
usual
Much less than 
usual
Much more than 
usual
Much more than 
usual
Much less than 
usual
Much less than 
usual
Much less well
Much less well
Much less 
satisfied
Much less well
Much less well
11. Spent much time chatting with people?
12. Felt that you are playing a useful part in things?
13. Felt capable of making decisions about things?
14. Felt constantly under strain?
15. Felt you couldn’t overcome your difficulties?
16. Been finding life a struggle all the time?
17. Been able to enjoy your normal day-to-day activities?
18. Been taking things hard?
19. Been getting scared or panicky for no good reason?
20. Been able to face up to your problems?
More time 
than usual 
More so than 
usual 
More so than 
usual 
Not at all
Not at all
Not at all
More so than 
usual 
Not at all
Not at all
More so than 
usual
About same as 
usual 
Same as usual
Same as usual
No more than 
usual 
No more than 
usual 
No more than 
usual 
Same as usual
No more than 
usual 
No more than 
usual 
Same as usual
Less well than 
usual 
Less well than 
usual 
Less so than 
usual 
Rather more 
than usual 
Rather more 
than usual 
Rather more 
than usual 
Less so than 
usual 
Rather more 
than usual 
Rather more 
than usual 
Less able than 
usual
Much less than 
usual 
Much less 
useful 
Much less 
capable 
Much more than 
usual 
Much more than 
usual 
Much more than 
usual 
Much less than 
usual 
Much more than 
usual 
Much more than 
usual 
Much less able
21. Found everything getting on top of you?
22. Been feeling unhappy and depressed?
23. Been losing confidence in yourself?
24. Been thinking of yourself as a worthless person?
25. Felt that life is entirely hopeless?
26. Been feeling hopeful about your own future?
Not at all
Not at all
Not at all
Not at all
Not at all
More so than 
usual
No more than 
usual 
No more than 
usual 
No more than 
usual 
No more than 
usual 
No more than 
usual 
About same as 
usual
Rather more 
than usual 
Rather more 
than usual 
Rather more 
than usual 
Rather more 
than usual 
Rather more 
than usual 
Less so than 
usual
Much more than 
usual 
Much more than 
usual 
Much more than 
usual 
Much more than 
usual 
Much more than 
usual 
Much less 
hopeful
27. Been feeling reasonably happy, all things considered?
28. Been feeling nervous and strung-up all the time?
29. Felt that life isn’t worth living?
30. Found at times you couldn’t do anything 
because your nerves were too bad?
More so than 
usual 
Not at all
Not at all
Not at all
About same as 
usual 
No more than 
usual 
No more than 
usual 
No more than 
usual
Less so than 
usual 
Rather more 
than usual 
Rather more 
than usual 
Rather more 
than usual
Much less than 
usual 
Much more than 
usual 
Much more than 
usual 
Much more than 
usual
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Life Orientation Test
The following list describes some situations about you. Please be as honest and accurate as you can be 
through. Try not to let your response to one statement influence your responses to other statements. 
There are no ‘correct’ or ‘incorrect’ answers. Answer according to your own feelings, rather than how 
you think ‘most people’ would answer.
Read each statement carefully and indicate, by circlins the appropriate number the extent to which these
statements apply to your situation, e.g. 1 2 (3) 4 5
1 = 1  agree a lot 2 = 1 agree a little 3 = 1  neither degree nor disagree
4 = 1 disagree a little 5 = 1 disagree a lot
1. In uncertain times, I usually expect the best. 1 2 3 4 5
2. It’s easy for me to relax. 1 2 3 4 5
3. If something can go wrong for me, it will. 1 2 3 4 5
4. I always look on the bright side. 1 2 3 4 5
5. I’m always optimistic about my future. 1 2 3 4 5
6. I enjoy my friends a lot. 1 2 3 4 5
7. It’s important for me to keep busy. 1 2 3 4 5
8. I hardly ever expect things to go my way. 1 2 3 4 5
9. Things never work out the way I want them to. 1 2 3 4 5
10.
11.
I don’t get upset easily. c j I
I ’m a believer in the idea that ‘every eeuti has a silver lining’.
1 2 
1 2
3
3
4
4
5
5
12. I rarely count on good things happening to me. 1 2 3 4 5
C-Scale
The questions below are regularly put to the people who participate in the Stress Reduction Programme. 
It is your views on the approach that you are receiving that we are interested in.
1. How logical do you consider this approach to be?
1 2 3 4 5 6 7 8  9 10
Not at all Completely
logical logical
2. How certain are you that this method will be successful in reducing your stress?
1 2 3 4 5 6 7 8 9 10
Not at all Completely
certain certain
3. With what degree of confidence would you recommend this approach to a friend with the same type 
of stress as you have?
1 2 3 4 5 6 7 8 9  10
Not at all Completely
confident confident
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Appendix 10 Results o f Forced 6 factor card sorting and Kappa equation xlvi
Card (No. 
of expert)
Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 Factor 6 overall
1 3
2 1 2
3 3
4 3
7 3
8 3
9 3
10 3
11 3
12 3
13 3
14 3
16 3
17 3
19 1 2
21 3
22 3
23 3
24 3
25 3
26 3
27 3
28 3
29 3
30 3
31 3
32 3
33 3
34 3
35 3
36 3
39 3
40 3
41 3
50 3
Total 24 28 20 12 13 8 105
Pi .229 .267 .191 .114 .124 .076
■-p>— .052 .071 .037 .013 .016 .006 .195
PiJ .0120 .0190 .0070 .0015 .0019 .0004 .0418
Sum(iV) 72 82 58 36 37 22
Pi .997 .963 .946 1.004 .921 .878
kj (Kappa) .996 .950 .933 1.005 .910 .868 .953
q, .771 .733 .809 .886 .876 .924
Var (k,) .0590 .0616 .0575 .0595 .0586 .0672 .00241760
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SE(kj) .2430 .2481 .2397 .2439 .2420 .2592 .049
k,/ SE (k,) 4.0995 3.8292 3.8918 4.1202 3.7598 3.3490 19.45
pj = Totalj / (35*3)
Mean (P) = (307-35*3)/(35*3*2) = 101/105 = .962
Mean ( P e x p e c t )  = SUM(pj2) = .195
K = (.962-.195)/(l-.195) = .953 (overall agreement) (Cohen Kappa)
SUM(pj3) = .0418
Var(k) = (2/210)*{[.195- (3*.1952)+(2*.0418)]/(1-.195)2}= (2/210)*(.1645/.6480)
= 00241760309
SE(k) = .049, K/SE(k) = 19.45
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Taipei Education Bureau
Chao-Yu Gau
Chief Inspector
Tel: +886+229603456
Email: chaoyu@mail.tpc.edu.tw
23 February, 2000
TO WHOM IT MAY CONCERN
This is to certify that I approve and support this proposal by Miss Chin-Yi Shu to be 
delivered from February to April to high school teacher in Taipei in Taiwan.
If there is any further information you require please do not hesitate to contact me.
/  7
I
Chao-Yu Gau
Chief Inspector
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Instruction letter for School
Helping Tutors to manage 
stress: an evaluation of a 4-week
University 
of Surrey School ofHuman
Sciences
stress manage programme
Dear Headmaster
My name is Chin-Yi Shu, and I am a Ph.D. student in the Psychology Department at the 
University of Surrey in the UK. I work with Dr. Emma Dunmore, Dr. Chris Fife-Schaw, and 
Dr. Mark Cropley. I am conducting research which aims to improve our understanding of 
the stress faced by junior high school tutor-teachers and how best to manage this stress.
On the basis of our earlier research we have developed a Stress Management Programme to 
help tutors to manage their job-related negative emotions and stress. This programme is 
based on programmes which have been found to be effective in earlier studies.
To investigate whether such programmes would be useful and effective for school tutor- 
teachers in Taiwan. We are offering this programme to tutor-teachers in the Taipei area. (An 
information sheet explaining the programme in more detail in enclosed). The programme 
will be held in March and April next year, and will take 60 minutes per week. The 
programme will last for four consecutive weeks. This research study approved by the 
university Advisory Committee on Ethics at the University of Surrey.
We would be grateful if you could circulate the attached information to all the teachers in you 
school. Please could you recruit at least two tutors and ask them to complete the registration 
form, and send it back to me in the stamped address envelope before 27 Feb 2000.
Yours faithfully
Chin-Yi Shu
Department of Psychology 
University of Surrey
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Programme Information Sheet (SIT Group)
UniS
Helping Tutors to manage
University 
of Surrey School ofHuman
Sciencesstress: an evaluation of a 4-week 
stress manage programme
Dear Tutor-teachers
My name is Chin-Yi Shu, and I am a Ph.D. student in the Psychology Department at 
the University of Surrey in the UK. I work with Dr. Emma Dunmore, Dr. Chris Fife- 
Schaw, and Dr. Mark Cropley. I am conducting research which aims to improve our 
understanding of the stress faced by junior high school tutor-teachers and how best 
to manage this stress.
The earlier research has shown that tutors face a number of job-related stressors and 
that tutors would like to learn ways of managing these stressors more effectively.
We have developed a Stress Management Programme which is designed to help 
people to cope with stress at work and, consequently, to help improve well being. In 
this programme participants attend one 60-min session every Wednesday or 
Thursday 7:00pm for four consecutive weeks. The programme will be held between 
March and April.
In the programme you will join with other tutor-teachers to learn how to identify the 
negative emotions associated with stress and you will learn how to understand the 
causes and consequences of these emotions. After that we will look at ways in 
which you can tackle stressful situations by changing the way you think and by 
developing effective problem solving strategies. Throughout the course you will 
improve your ability to relax. All of your personal questions raised in the group will 
be kept in confidential.
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The outline of these sessions is as follows:
Session 1. Self-awareness Introduction to definitions of different emotions.
Session 2. ABC Model & Relaxation 
Technique
Introduction to a model of common emotional beliefs. 
Teaching relaxation technique.
Session 3. Coping Strategies Discussion of coping strategies currently used by members 
of group to deal with stressful situation.
Session 4. Problem Solving Technique Introduction of problem solving techniques.
In one week before the course and at the end of the course, you will be given some 
questionnaires to complete. You will also be sent some questionnaires to fill in 4 
weeks after the programme. These are so that we can evaluate how effective the 
programme is for tutor-teachers. This information will be invaluable in helping us to 
develop the best stress management programmes in further.
All the information, which you provide, will be completely confidential. Your 
participation is voluntary and you are free to withdraw at any time. The researcher will 
be happy to answer any questions they may have.
If any ongoing emotional difficulties emerge during the group, the researcher will 
arrange to give you information about getting further help from specialist, e.g. personal 
consultant in university or in hospital.
If you are interested in the programme, please enter your name on the registration form.
At the end of the programme, a summary of this study will be reported, which will be 
available for everyone, if you are interested, please contact Chin-Yi Shu. (Tel: 
0936706603) (E-mail: cshu@msl3.hinet.net). If you want to know the further 
information about the study, please contact me, Chin-Yi Shu as well, I will be happy to 
help you.
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Programme Information Sheet (WAIT Group)
UniS
Helping Tutors to manage
University 
of Surrey School ofHuman
Sciencesstress: an evaluation of a 4-week 
stress manage programme
Dear Tutor-teachers
My name is Chin-Yi Shu, and I am a Ph.D. student in the Psychology Department at 
the University of Surrey in the UK. I work with Dr. Emma Dunmore, Dr. Chris Fife- 
Schaw, and Dr. Mark Cropley. I am conducting research which aims to improve our 
understanding of the stress faced by junior high school tutor-teachers and how best 
to manage this stress.
The earlier research has shown that tutors face a number of job-related stressors and 
that tutors would like to learn ways of managing these stressors more effectively.
We have developed a Stress Management Programme which is designed to help 
people to cope with stress at work and, consequently, to help improve well being. In 
this programme participants attend one 60-min session every Wednesday or 
Thursday 7:00pm for four consecutive weeks. The programme will be held between 
April and May.
In the programme you will join with other tutor-teachers to learn how to identify the 
negative emotions associated with stress and you will learn how to understand the 
causes and consequences of these emotions. After that we will look at ways in which 
you can tackle stressful situations by changing the way you think and by developing 
effective problem solving strategies. Throughout the course you will improve your 
ability to relax. All of your personal questions raised in the group will be kept in 
confidential.
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The outline of these sessions is as follows:
Session 5. Self-awareness Introduction to definitions of different emotions.
Session 6. ABC Model & Relaxation 
Technique
Introduction to a model of common emotional beliefs. 
Teaching relaxation technique.
Session 7. Coping Strategies Discussion of coping strategies currently used by members 
of group to deal with stressful situation. '
Session 8. Problem Solving Technique Introduction of problem solving techniques.
If you decide to take part, you will be sent some questionnaires to complete, after four 
weeks you will be sent another set of questionnaires and then the course will start. At 
the end of the course, you will complete a final set of questionnaires. These are so that 
we can evaluate how effective the programme is for tutor-teachers. This information 
will be invaluable in helping us to develop the best stress management programmes in 
further.
All the information, which you provide, will be completely confidential. Your 
participation is voluntary and you are free to withdraw at any time. The researcher will 
be happy to answer any questions they may have.
If any ongoing emotional difficulties emerge during the group, the researcher will 
arrange to give you information about getting further help from specialist, e.g. personal 
consultant in university or in hospital.
If you are interested in the programme, please enter your name on the registration form.
At the end of the programme, a summary of this study will be reported, which will be 
available for everyone, if  you are interested, please contact Chin-Yi Shu. (Tel: 
0936706603). If you want to know the further information about the study, please 
contact me, Chin-Yi Shu as well, I will be happy to help you.
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Ivi
Name '• 
Home Address • 
Home Phone Number •
Name • 
Home Address • 
Home Phone Number •
Name : 
Home Address • 
Home Phone Number •
Name • 
Home Address : 
Home Phone Number •
Name • 
Home Address : 
Home Phone Number :
Name : 
Home Address • 
Home Phone Number :
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Programme Information Sheet (SIT Group)
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Appendix 14 Contents o f Stress Inoculation Training (SIT) Programme Ixiii
Session 1. 
Self-awareness
25-min 
Warm-up & 
Setting 
ground rule
• Provide each client with a folder so that they can keep their 
personal data (diaries, handouts, coping strategies, etc) and feel a 
sense of ownership of the treatments.
• Introduce the researcher and members of the group to each other, 
(say “why do they take part the workshop?”, “what do they expect 
from the workshop?”)
• Try to cultivate a setting in which individuals feel they can report 
back honestly without judgment being passed or fear of any 
consequences. (Write about the group atmosphere in which they 
are willing to make disclosures about them self, e.g. confidence 
procedure, don’t interrupt, honest, don’t fight others, don’t judge 
others)
45-min
Brain-storm
10-min
• All of the Ss will be asked to write down emotional words on a 
piece of paper.
• Then, Ss will be divided into four groups to discuss definitions of 
each different emotion. This procedure will focus on defining 
three negative emotions (anger, fright, and anxiety) and three 
positive emotions (happiness, pride, and love). Causes and 
sequence of these emotions in school, reactions toward these 
emotions, and awareness of these feeling sensations associated 
with these emotions will be discussed.
• Each group reports their finding.
• Introduce R. S. Lazarus’s (1991) definitions of different negative 
emotion
10-min • Feedback (explain that the purpose of the lesson is to understand 
the different emotions), and assign homework (introduce the idea 
of self-monitoring and practice how to do the homework).
• Homework, self-monitoring (self-recording).
• Record of Emotions will be used to teach participants how to differentiate 
between emotions in a day/week.
• Face code will be used to code emotions. (©, ©, ©)
Session 2. 
ABC Model 
&
Relaxation
Technique
10-min • Recap of the last session.
30-min • Introduce and discuss of Ellis’s (1962) ABC model of 
emotions and Bums's (1990) twisted thinking.
• Apply the ABC model on their job (ask participants giving 
examples)
30-min • Teaching progressive relaxation technique, start with 
calming breaths, deep muscle relaxation.
10-min • Introduce and explain the “stress thermometer”.
• Allow each person to relate his or her present “feelings” 
(level of arousal) to the scale.
10-min • Feedback
• Assigning homework.
• Homework, describing on the Stress M anagement Sheet. (This 
hom ework focuses on anger only)
• P racticing relaxation technique at home.
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Session 3.
Coping
Strategies
10-min • Practice relaxation technique.
30-min
Brain-st
orm
10-min
• Divide participants into five small groups where each 
member presents his/her chosen provocation for discussion.
• For each presentation the group examines the situational 
determinants of anger, the variables that would exacerbate 
or ameliorate the antagonism, and the potential hazards in 
the situation for self and others.
• When the groups complete their round of presentations, they 
are directed to abstract and summarize those strategies, 
which they have found to facilitate the regulation of anger 
and promote efficiency.
30-min • Each group report their findings.
• Researcher will lead participants to discuss it after each 
report.
• Introduce researcher's findings from my previous survey
10-min • Feedback.
• Assigning homework. Ss asked to assign degrees to their 
recordings according to the intensity of the stress. When the 
total temperature for any one-day reached 100°C, it is time 
for “cooling off’.
• Homework, self-monitoring, using the D airy Stress Chart
• Practicing relaxation technique a t home.
Session 4. 10-min • Practice relaxation technique.
Problem 10-min • Recapitulation of the last session.
Solving 20-min • Introduce the problem solving routine.
Routine 20-min • Each participant will choose a provocation to practice the
& problem-solving routine.
Self 20-min • Write down their se lf statements before, during, and after
Instruction provocation.
• Introduce a list of Novaco’s (1975) positive
self-statements
10-min • Feedback.
• Post-test.
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Session 1: Self-awareness
1. Warm-up (10-min)
Provide each client with a folder so that they can keep their personal data (diaries, 
hand-outs, coping strategies, etc) and feel a sense of ownership of the treatments. 
Thank you for participating in this programme, the aim of this programme is to help 
you become more aware of your emotions, and through this, to manage your stress.
My name is Chin-Yi Shu, as a Ph.D. student at Psychology Department on University 
of Surrey in the UK.
This is a 4-week’s programme, during the programme, you may feel frustration. If you 
have the feeling or some other uncomfortable feeling, please don’t hesitate, come to 
talk to me, I am here and happy to help. Please do attend every session, I believe that 
if you attend all of the session, pay your attention on all of the homework and practice 
the technique taught in the programme at school or home, you will learn how to 
manage your emotion and stress.
Techniques that will be taught in this programme are very easy and simple, I believe 
you can understand them without any problem, but if you get any confusion, again, 
please don’t hesitate, come to talk to me, I am here and happy to help.
Now, I’d like everyone to briefly introduce yourself to other members of the group. 
Please tell us your name, “why do they want to take part in the workshop?”, and “what 
do they expect to gain from the workshop?”.
2. Setting ground rule (15-min)
We have a brief idea about the other members now. Before we start our programme, 
we shall set some ground rules so that all of us feel we can report back honestly 
without judgement being passed or fear of any consequences. Now pleas write down 
the type of atmosphere you expect from the group which would make you would feel 
comfortable yourself to disclose yourself, such as, confidence procedure, not 
interrupting others, honesty no fighting, not being judge mental about others’ 
opinions... etc..
Once you have all done this we will have a reporting session where you report what
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you write to members and we will add them to other reports to form our ground rules.
3. Realise your emotion -  by brainstorm (45-min)
We have built our ground rules and all of us agree to obey them in the group. Now 
let’s start our programme. This programme is made up of three parts. The first stage 
involves helping you to recognise your feelings, their causes, and consequences on 
yourself and others. I will introduce an academic definition of these emotions. 
Secondly, I will help you to find your way to manage your emotion and stress. Finally, 
I will help you to develop your coping strategies.
Today we will start to help you recognise your emotions. We will begin by writing 
down words that describe the emotions you have ever experienced on a piece of paper.
What emotion have you written?
We can see the emotions seem you described to be divided into two poles, positive 
emotions (e.g., joy/happiness, love/affection, pride/triumph, and relief), and negative 
emotions (e.g., anger/rage/outrage, annoyance/irritation, fright/fear, 
apprehension/anxiety, guilt/shame, sadness, envy/jealousy, and disgust).
We can see that negative emotions make us to suffer stress, but positive emotions will 
produce good mood and release you from stress. The aim of this session is to focus on 
three negative emotions (anger, anxiety, and fright) and three positive emotions 
(happiness, pride and love).
Now I’d like to divide all of you into four groups, to discuss the following questions 
of these emotions:
• What started it all? (trigger)
• What thoughts through your mind? (thought)
• What did you do? (behaviour)
• Was anyone else hurt/happy? (awareness)
• How did it all end? (consequences)
• Did you get into trouble/gain? (consequences)
e What happen to your body? (arousal)
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Please each group reports your findings (5-min for each group).
4. Introduce Lazarus’s definition of these negative emotions (10-min)
Let’s see R. S. Lazarus’s (1991) definitions of different emotions (Booklet 1).
Do you agree with them?
Do you have different idea?
5. Feedback and assigning homework (10-min)
Today, we’ve learned how to tell the difference between different emotions. Through 
the discussion we’ve had, we can also see the consequence of these emotions.
After finishing each lesson, I will give you homework, which is designed to help you 
to practice the skill you’ve learned in the lesson.
Please see Homework 1 in your booklet, (introduce the idea of self-monitoring and 
practice how to do the homework).
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Session 2: ABC Model & Relaxation Technique
1. Recapitulation the last session (10-min)
Before we start this week’s session, please give me your homework.
Did you face any difficulties when trying to do your homework or during last week?
Is there anyone who’d like to share his/her experience on last week?
Last week we talked about the core relational themes relating to emotions, we also 
discussed the possible causes, and consequences of these emotional reactions in 
school. Having helped you identified these emotions, we will move to teaching you 
how to change these emotions. To effectively deal with these emotions, in order to 
manage your stress, three components that identified in previous research as 
contributing to people’s stress, will be included in the programme, physical arousal, 
belief system, and behavioural reaction.
The behavioural component of this programme focuses upon developing problem 
solving technique (Gillan Butler & Tony Hope 1997).
The physical arousal component will focus upon developing relaxation techniques. 
These techniques will need to be practised 10-min during the following 4 sessions and 
10-min everyday when you are at home.
The cognitive component will introduce Ellis’s ABC model; Bums’ distorted or 
twisted thinking, and Novaco’s positive self-statement.
Today, over the next 30-min we will look at the cognitive component, Ellis’s ABC 
model, in an attempt to help you understand why particular emotions occurs.
2. Ellis’s (1962) ABCD model (30-min)
Introduce and discuss Ellis’s (1962) ABCD model of emotions and Bums's twisted 
thinking (Booklet 2).
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Give an example to practice the model and twisted thinking.
Ask for another example from participants.
Now that, we have a brief idea about how our emotions are caused, the following 
programme will teach you a way to reduce the physical arousal which is associated 
with particular emotions. This refers back to the relationships discussed in last week’s 
session.
3. Relaxation technique (30-min)
Teaching relaxation technique, start with calming breaths (5 min), deep muscle 
relaxation (25 min). (Booklet 3)
This technique is very easy to practice anywhere, anytime, even if you are watching 
TV. So I hope you can practise it at least 10-min once a week. This technique will be 
very helpful for you to manage you emotion and stress, because if  you can “cool o ff’, 
you will have a clear brain to think about your problems more clearly. Please turn 
your booklet to Homework 3 the checklist is to remind you to practise this technique.
Now, I will introduce another way to help you to estimate the degree of your emotion 
or stress, please turn your booklet to Booklet 4.
4. Stress thermometer (10-min)
Introduce and explain the “stress thermometer”.
Allow each person to relate his or her present “feelings” (level of arousal) to the scale. 
(Find example for practicing)
5. Feedback & assigning homework (10-min)
Homework, In session one we found that negative emotions cause stress; we also 
identified 9 types of negative emotions. This week’s homework I would like you to 
focus on the emotion of anger only, it does not mean that other negative emotions are 
less important than anger, we just can not deal with all of the emotions at the same
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time. Anger is a form of stress regularly reported by most teachers, so I have decided 
to move our attention to managing anger. Although we’ll focus on anger, in fact, the 
causes of all of negative emotions are similar and you can apply the following 
technique to other negative emotions.
Describing in vivid detail on the Stress Management Sheet (Homework 2)
Practicing relaxation technique at home and record your feeling on Homework 3.
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Session 3: Coping strategies
1. Practice relaxation technique (10 min)
2. Brainstorm (40-min)
Fd like to divide you into four small groups.
Please take your homework with you to the group you’ve been allocated to.
Take it in turns to present the provocation you’ve written to other members. After 
each presentation, all members of the group should try to examine the situational 
determinants of the event, the variables that would exacerbate or ameliorate the 
antagonism, and the potential hazards in the situation for your and others. Do you 
remember Ellis’s model? You may use Ellis’s model to help to analyse the situations. 
But now, try to find dispute (D) and effects of dispute (E). Spend 5 min on each 
member’s problem. You’ve got 30 min on to spend this procedure. During this time, 
your task is to act as consultants to each other and to generate some useful ways of 
handing the situation that minimize conflict and maximize efficiency.
(Researcher will take part each group 7-min)
Now, have all of you completed your round of presentation?
Now please take 10 min to extract and summarize the strategies, which you have 
found to facilitate the regulation of stress and promote efficiency. Then, each group 
will report your finding to others.
3. Group report (30-min)
Have you extracted and summarized your strategies?
Please report your findings to other members.
Introduce researcher's findings from my previous survey about stress coping strategies 
(emotion-focused vs. problem-focused coping). Non of the coping strategies are the 
best, each of them provide different efficacy on dealing with stress.
Appendix 15 Scripts for Each Session Ixxiii
4. Feedback & assigning homework (10-min)
We’ve found some coping strategies. These can be summarised as the following...
Do you have any reaction/ opinions to these ideas?
Time is almost up, let’s talk about our homework. Please turn to Homework 4.
This week is similar to last week’s homework, but there is a little difference. Please 
measure each item listed on the left of the daily stress chart with 5°C for mild stress, 
10°C for moderate stress, and 15°C for extreme stress. Then calculate the total 
temperature for any one-day. When you find the total temperature for one day reached 
100°C, it is time for “cooling o ff’.
Please remember to practice relaxation technique everyday at least 10 min anytime 
and anywhere you like. Before and after you the practice, please tick on the sheet of 
Homework 5.
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Session 4: Problem solving routine
1. Practice relaxation technique (10-min)
2. Recapitulation the last session (10-min)
Before we start this week’s session, please give me your homework.
Did you face any difficulties when trying to do your homework or during last week?
Is there anyone who’d like to share his/her experience on last week?
Do you practice the relaxation technique everyday? It is really good on helping you to 
reduce your arousal, but if you do not practice them everyday, you will not use it 
easily when you are arousal.
Last week we identified some coping strategies to help you with your stress. In 
session one we found that negative emotions cause stress; we also identified 9 types of 
negative emotions. This week we will focus on the emotion of anger only, it does not 
mean that other negative emotions are less important than anger, we just can not deal 
with all of the emotions at the same time. Anger is a form of stress regularly reported 
by most teachers, so I have decided to move our attention to managing anger. 
Although we’ll focus on anger, in fact, the causes of all of negative emotions are 
similar and you can apply the following technique to other negative emotions. If you 
get any problems applying them to other negative emotions, I will be very happy to 
help you anytime except during the workshop itself.
This week, we will talk the other way to cope with provocation, it is called “problem 
solving routine”. Please turn to Booklet 5.
3. Problem solving routine (20-min)
This technique teach us when we face provocation, how to analyse problems and to 
sort them out. Let’s think an event, is there anyone can give me an example...
4. Practice problem solving routine (20-min)
Please turn to the next page of Booklet 5, practice the problem solving routine by
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yourself, if you have any problem, I am happy to help you.
Researcher will lead Ss to break the provocation down into Ellis’ (1962) ABC model. 
Helping participants to recognise the impact and confrontation for the provocation, 
cope with arousal, and find the alternative thoughts on conflict unresolved and conflict 
resolved. Also helping Ss to practice “problem solving routine”.
5. Positive Self-statement (20-min)
In session 1 we mentioned that if we want to deal with our stress effectively, we have 
to focus on three components - cognitive, physical, and behavioural. In session 2, we 
talked about how to recognise your irrational beliefs, the thoughts and feelings you 
have in stressful situations and some of the alternative self-statements you might 
employ on your stressful reaction. I thought it might be useful if summarizing these 
self-statements. So I'd like you to think a provocation and then please put together a 
list of self-statements that you can use before, during, and after stressful events on a 
piece of paper.
Have you finished them?
Everyone have his/her coping self-statements. Please turn to Booklet 6, which was a 
list of positive self-statement provided by Novaco (1975). Let’s see these positive 
self-statements. Is it similar to your list? You do not need to remember any of them or 
treat it strictly. Just personalized these statements by using your own words. Novaco 
thought when we faced provocation, if we used the positive self-statement as our inner 
language in different stage of provocation, we could help ourselves to “cool o ff’. He 
called the method “self-instruction”, it meant if we could keep positive thought, the 
degree of our negative emotion would be reduced, because as Ellis’s model, our belief 
leaded our emotions.
6. Feedback (10-min)
Thank you for your participation and cooperation during these consecutive four weeks. 
I hope the programme really gives you help on managing you emotion and stress.
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In the end of the programme, I would like you to fill the questionnaire to tell me your 
feeling and thought. Please put them into envelope and submit to your representative 
on next week. When you answer the questionnaire, please read each instruction and 
each item carefully. One month later, you will receive another questionnaire with a 
stamped envelope, please fill it then put it into the envelope and post it back to me. 
Thank you for your cooperation.
If you want to know the results of the research, or you have further questions, please 
contact me, my phone number is 0936706603, my e-mail address is 
cshu@ms 13 .hinet.net.
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Appendix Sixteen:
Booklet and Homework (English Version)
I
Appendix 16: Booklet and Homework (English Version)
Booklet 1: Lazarus’s definition of emotions
Ixxviii
Negative: Emotions that result from goal incongruence.
Anger A demeaning offense against me and mine.
A belief that we, or our friends, have been unfairly slighted, which
causes in us both feelings and a desire or impulse for revenge.
Anxiety Facing uncertain, existential threat.
Fright Facing an immediate, concrete, and overwhelming physical danger.
Guilt Having transgressed a moral imperative.
Shame Having failed to live up to your ideal self.
Sadness Having experienced an irrevocable loss.
Envy Wanting what someone else has.
Jealousy Resenting a third party for loss or threat to another’s affection.
Disgust Taking in or being too close to an indigestible object or idea
(metaphorically speaking).
Positive: Emotions that result from goal congruence.
Happiness Making reasonable progress toward the realization of goal.
Pride Enhancement of one’s self-esteem by taking credit for a valued object
or achievement, either our own or that of someone or group with whom
we identity.
Relief A distressing goal-incongruent condition that has changed for the better
or gone away.
Hope Fearing the worst but yearning for better.
Love Desiring or participating on affection, usually but not necessarily
reciprocated.
Compassion Being moved by another’s suffering and wanting to help.
(From: R. S. Lazarus, 1991, p.122)
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Booklet 2: Ellis’s (1962) ABCD model of emotions
A <zi g  tz> (3 A: (Activating event)
B: (Belief system)
C: (Emotional consequence)
D
D: (Dispute)
^  E: (The effect of disputing)
E
Workplace 
problem (A)
Self-defeating 
Beliefs (B)
Consequences
(C)
Disputing 
Self-defeating 
Beliefs (D)
New Effective Approach to 
Problem (E)
Giving a 
presentation 
to the board 
of directors
4/
Giving a 
poor
presentation 
to the board 
(critical A)
4/
I might loss 
my job
<1/
I would 
have to sell 
my
apartment
I must give a 
good
presentation 
otherwise the 
outcome will 
be awful.
Anxious; 
difficulty in 
concentrating 
on work; not 
sleeping well
Logical: Just because I 
want to give a good 
presentation, how does 
it logically follow that I 
must give a good 
presentation?
Empirical: Where is 
the evidence that my 
demand must be 
granted?
Am I being realistic? 
If I don’t give a good 
presentation will the 
outcome really be 
awful?
Pragmatic: Where is 
it getting me holding 
on to this belief?
Although it’s strongly 
preferable to give a good 
presentation, I don’t have to.
There is no evidence that I 
will get what I demand even 
if it is preferable and 
desirable.
If I don’t give a good 
presentation, the outcome 
may be bad, but hardly 
awful and the end of the 
world.
If I continue holding on to 
this belief, I will remain 
very anxious and even more 
likely to give a poor 
presentation.
If I change my attitude I will 
feel concerned and not 
anxious. Also I will be able 
to concentrate and prepare 
for the lecture. My sleeping 
will probably improve too 
and I’ll feel refreshed. I’ll 
insure that I practise 
Rational Emotive Imagery to 
overcome my anxiety
(From A. Ellis etc. 1997 p.119)
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Burns’ (1990) distorted or twisted thinking which are related to anger 
All-or nothing thinking
You see things in black-or white categories. Things are either right or wrong. If 
something is not as planned then it is a total failure. So if your benefit book has not 
yet arrived at the post office when you go to collect it, your thinking might be: I t ’s  a ll 
gone to tally wrong -  it is a disaster.
Labelling
This is a form of all-or nothing thinking. You are quick to give yourself or others a 
negative label, attacking the person rather than what they did. This highly charged 
language leads to hostility and anger. So after one human mistake has been made, 
accusations of: I ’m useless! Or, she is a lazy..., he is an excuse fo r  a man! M ight be  
said.
Overgeneralisation
You see a single event as part of a regular pattern. You make sweeping statements, 
often using the words “always” and “never”, for example if the bus is late you might 
think: T hat’s  it, it is always late, la m  never going on a bus again.
Mental Filter
You discount the positives and pick on a single negative detail, dwell on it, and this 
winds you up. So when your neighbour helps you with your chores but misses one out, 
you focus on that, thinking: see, she couldn’t even finish the jo b !
Jumping to conclusions
You interpret things negatively even though there are no facts to support you 
conclusions. You guess what people are thinking (mind-reading) and then make up 
explanations for their behaviour; for example, one day you see your friend looking 
serious and rushing past, but because she does not speak to you, you think: She hates 
me, so much fo r  her friendship!
Emotional reasoning
You take your emotion as evidence for the truth. So: I  fe e l anger; that p roves that you
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must have been treating me badly.
Ixxxi
Magnification (making a mountain out of a molehill!)
You exaggerate the importance of your problem and feel it is a catastrophe; so, for 
example, if the washing machine is not emptying, your thinking might be: H ow awful, 
how terrible, I ’ve go t no clothes to wear, this is the end!
“Should” statements
Shoulds, oughts and musts’ are said to be illogical rules! They are meant to motivate 
and give standards but they can be rigid and lead to guilt and disappointment when 
directed at yourself; or anger if directed at others. I  must never fo rge t things, or, 
p eo p le  should-always be on time!
Personalisation or blame (attributional bias)
You hold yourself or others responsible for some external event that is out of 
your/their control. I  go t angry because you m essed up everything today!
(From  Helen O'Neill, 1999, p.92-93)
Appendix 16: Booklet and Homework (English Version) Ixxxii
Booklet 3: Relaxation technique
The components of progress relaxation technique
• Breathing -  this is a key point
• Simple relaxation
• Self-monitoring levels of arousal and measuring them by equating to a visual 
measure, e.g. thermometer
• Thought stopping
• Distraction techniques
• Calming statements -  what to do, feel or think
Step 1 Calming Breaths
Exercise
• Place one hand on your abdomen just above your waistline, and put the other on 
your chest.
• Breathe in your usual way and notice when hand rises when you take a breath in.
•  Was it the one on you r chest or on your abdomen?  Most likely it was your chest 
and, if so, that means that you are breathing from your chest and using only the 
top space in your lungs (explain anatomy if appropriate). This happens more 
when you are angry or anxious and then it becomes more difficult to breathe 
properly.
• So the plan is to breathe so that the hand on your abdomen moves, and then we 
know you are filling the bottom part of your lungs, and breathing from your 
diaphragm.
• Take a long slow breathe OUT and empty your lungs, then slowly breathe in and 
pull the air right down to the lower part of your lungs (your abdomen should rise, 
NOT your chest area), then as you continue to breathe in slowly bring the air up 
to your chest area. Hold for the count of 2 initially (later try for longer) then 
BLOW the air out through your mouth in one long slow breath.
• This may take time to practice.
• Later, the blowing out may be accompanied by a calming word.
• Once the technique of using the whole space in the lungs has been mastered, it 
can be used not only when the individual is lying down, but sitting, or standing. 
With practice, the technique can be carried out quite discreetly.
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Step 2 Self-Monitor/Tense/Relax 
The key areas of the body to work on:
• Hands -  no fists
• Shoulders
• Neck
• Jaw
Use when practicing each day anywhere.
• Find a chair and “plonk yourself’ down. Sit well back into the chair and rest your 
arms on your thighs, or, on the arms of the chair.
• Take off your glasses.
• Spread, your finger apart and stretch them out. Now stop stretching.
• Breathe OUT -  blow away the anger.
• Breathe in through your nose and out through your mouth, do this twice.
• Now take smaller breaths (or you will see stars) and concentrate on settling your 
body.
• Put both feet firmly on the ground so that they are well supported.
• Be aware of the chair under your legs and of supporting your back.
• Allow yourself to sink into the chair.
• Shrug your shoulders up towards your ears, then stop it, letting it go down toward 
your feel, then repeat this.
• Remember your breathing -  in through your nose and out through your mouth.
• Allow your eyes to close gently and now let’s settle your head.
• Allow it to roll very gently first to one side and then to the other.
• Now let it find a comfy spot for your head to settle.
• Open your mouth slightly and wiggle you bottom jaw. Now close your lips gently 
but not your teeth. Swallow and rest your tongue on the bottom of your mouth.
• Screw up your eyes, then relax -  allow the lines to go from your face, to smooth 
away.
• Remember your breathing -  in through you nose and out through your mouth.
• Think of your calming statement.
• Monitor your level of arousal -  think of the thermometer.
• If you feel more calm and less angry and tense -  Be Pleased With Yourself! Well
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Done!!
• Continue to breathe in peace and relaxation, and to breathe out the anger and 
tension.
Use when you start to feel the “warning signs” of anger or tension. It is also a 
good idea to practice this daily whether you feel angry or not.
• Breathe OUT -  blow away the anger
• Breathe in through your nose.
• Breathe out, push your shoulders down and stretch out your fingers.
• Breathe in through your nose.
• Breathe out and stop the stretching -  allow your shoulders and arms to relax.
• Change your posture -  move your feet and stretch up and back slightly -  then
stop and relax.
•  Remember the steady breathing -  in through your nose and out through your 
mouth.
• Make sure your shoulders are down and that your arms are hanging loosely by 
your side.
• Open your mouth slightly and wiggle your bottom jaw. Now close you lips but 
not your teeth. Swallow and rest your tongue on the bottom of your mouth.
• Screw up your forehead, then relax -  allow the lines to go from your face.
• Think of your:
- calming statement
- that scene of relaxation.
• Concentrate on something in the room.
• Focus.
• Breathe regularly.
• Monitor your level of arousal -  think of the anger thermometer.
• If you feel more calm, and less angry and tense: Be Pleased With Yourself! Well 
Done! You Kept a Lid on Things!
(Jerrold S. Greenberg, 1999, ChlO, & Helen O'Neill, 1999, Appendix 1)
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Booklet 4: Stress Thermometer
100°C
70°C
50°C
40°C
20°C
Boiling (Danger of bumout)
High Stress
Normal Stress
Low Stress (Danger of rust out)
Ixxxv
(Joseph G.R. Martinez, 1989, p.276)
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Booklet 5: The problem-solving routine
Stage 1 : Identify the problems (Identify the problem -  is it fact or fiction?)
Tip 1. Talk to someone you trust and who knows you well.
Tip 2. Take a break. Think about the problems from time to time while you are 
away them.
Tip 3. Trust your intuition. Think about what irritates you most. (If you are 
having great difficulty pinpointing the problem, it may be because you are too frightened 
to admit it to yourself.)
Stage 2: Think of as many solutions as possible
1. Write down a brief description of the problem you want to solve.
2. Use this description to get clear in your mind what the problem is.
3. Suggest a solution to the problem -  any solution, whatever comes to mind.
4. Do not “censor” the solution -  no matter how silly it sounds.
5. Make a quick note of the solution.
6. Suggest another solution, and repeat step 4 and 5.
Stage 3: Taking S.T.E.P.s
Select a solution 
Try it out
Evaluate what happens:
If it works, you need to know this so that you can do it again if you need to, 
or persist if it looks as if it has put you on the right track. If it does not work, 
you can go back to your list of solutions and try something else. Again, you
need to know so that you can work out whether to persist with the chosen
solution or to look for further solutions to supplement it. Whatever the 
outcome, you need to evaluate it.
Persist until you feel better
P.S. Four guideline for problem-solving
• Do not waste time on problems that cannot be solved: shift your focus.
• Tackle one problem at a time.
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• Work on changing yourself, not on changing others.
• Consider doing nothing, at least for the time being.
(From Gillian Butler & Tony Hope 1997)
Problem-solving Routine: Ask yourself the following questions 
1. What am I concerned about? (Identify the problem -  is it fact or fiction?)
2. What do I want to happen? (Select a realistic goal)
3. What can I do? (Think of alternatives, generate a few)
4. What will happen if I? (Consider consequences, positive and negative, short and 
long term, i.e. feel better or two minutes but get into trouble big time in the long 
term!)
5. What is my decision? (Make a decision)
6. Now do it! (Implementation)
7. How did it work? (Evaluate, was it successful? Would you do it again? If not, 
would your second choice have worked?
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Booklet 6: Positive self-statements (four stages) (Novaco, 
1975)
Stage 1: Preparing for Provocation
•  This is going to upset me, but I know how to deal with it.
• What is it that I have to do?
• I can work out a plan to handle this.
• I can manage the situation. I know how to regulate my anger.
• If I find myself getting upset, F 11 know what to do.
• There won’t be any need for an argument.
• This could be a testy situation, but I believe in myself.
• Easy does it. Remember to keep your sense of humor.
• Breathe out and relax, you will think more clearly.
• Remember what you are trying to sort out, stick to that.
• Don’t take what they say personally.
• Easy does it, try not to take it too seriously.
• Stop worrying. Worrying won’t help anything.
• This is a challenge -  relax!
Stage 2: Impact and confrontation during the event
•  Stay calm. Just continue to relax.
• As long as I am cool I am in control.
• Just roll with the punches; don’t get bend out of shape.
• Think of what you want to get out of this.
• Don’t make more out of this than you have to.
• I am not going to let him get to me.
• Look for the positive. Don’t assume the worst or jump to conclusion.
• If I start to get mad, I’ll just be banging my head against the wall. So I might as 
well just relax.
• There is no need to doubt myself. What he says doesn’t matter.
• There is no point in getting cross/angry.
• It’s a shame that he/she has to act like this; they must be very unhappy.
• Big slow breaths, stay focused, it will pass.
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• I am on the top of this situation and it is under control.
Stage 3: Coping with arousal
• My muscles are starting to feel tight. Time to relax and slow things down.
• Getting upset won’t help.
• It is just not worth it to get so angry.
• I’ll let him make a fool of himself.
• Time to take a big breath out.
• I have a right to be annoyed, but let’s keep the lid on.
• Let’s take the issue point by point.
• My anger is a warning sign, I need to move away and relax.
• This is a warning sign, I need to use my coping statements.
• Try to reason it out. Treat each other with respect.
• Let’s try a cooperative approach. Maybe we are both right.
• Negatives lead to more negatives. Work constructively.
• He’d probably like me to get really angry. Well I’m going to disappoint him.
• I can’t expect people to act the way I want them to.
• Shoulders down, and stretch out your fingers.
• Take it easy, don’t get pushy.
Stage 4: Leaving the anger and looking back
a. When conflict is unresolved
• Forget about the aggravation. Thinking about it only makes you upset.
• These are difficult situations, and they take time to straighten out.
• Try to shake it off. Don’t let it interfere with your job.
• I’ll get better at this as I get more practice.
• Remember relaxation. It’s a lot better than anger.
• Can you laugh about it? It’s probably not so serious.
• Don’t take it personally.
• Take a deep breath.
b. when conflict is resolved or coping is successful
• I handled that one pretty well. It worked!
• It could have been a lot worse.
• I did my best and handled it all the time.
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•  That wasn’t as hard as I had thought.
•  I didn’t win but I tried.
• My pride can sure get me into trouble, but when I don’t take things too seriously, 
I’m better off.
• I could have gotten more upset than it was worth.
• That was a challenge now relax!
• Good, I did it! Next time I’ll do even better!
• I actually got through that without getting angry!
List of General Positive Self-statements
• Chill out!
• Calm down, take it easy.
• It’s challenge time -  relax.
• Don’t take it personally.
• Breathe away the anger.
• Breathe deeply and slowly.
• It’s time to stretch your jaw.
• Don’t yell.
• Listen to what they have to say, give them a chance!
• Don’t give them the satisfaction of seeing you angry.
• Don’t get carried away.
• It won’t kill me to do it.
• Ignore it/them.
• Don’t get involved, it’s not worth it.
• Don’t worry, be happy!
• Did I listen properly and get the whole story?
• Just because they said No, it doesn’t mean they don’t care.
• Its not worth a fight, I can’t always win.
• Some things even I can’t solve.
• Who says we have to agree?
• It’s not fair, but losing my temper will just make things worse.
• Can’t win ‘em all!
(Helen O’Neill, 1999)
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Homework 1: Mood Diary
Name:
Morning Afternoon Evening
MON
TUE
WED
THU
FRI
SAT
SUN
© is used as joy/happiness.
© is used as neither joy/happiness nor anger/anxious.
© is used as anger/frighten.
The questions below are regularly put to the people who participate in the Stress Reduction 
Programme. It is your views on the approach that you are receiving that we are interested in.
1. How logical do you consider this approach to be?
1 2 3 4 5 6 7 8 9 10
Not at all Completely
logical logical
2. How certain are you that this method will be successful in reducing your stress?
1 2 3 4 5 6 7 8 9  10
Not at all Completely
certain certain
3. With what degree of confidence would you recommend this approach to a friend with the same 
type of stress as you have?
1 2 3 4 5 6 7 8 9  10
Not at all Completely
confident confident
N
am
e:
 
St
re
ss 
M
an
ag
em
en
t 
Sh
ee
t
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Homework 2: Stress Management Sheet
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Homework 3: Relaxation technique checklist
Name:
Day Before Relaxation 
(Start time: : )
After Relaxation 
(Finish time: : )
MON
1 | I I I1 1 1 I ■ "  1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
TUB
i l l I I 1 I I I I1 1 I 1 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
WED
i 1 1 1 1 1 1 1 1 1n  ■ 1 1 1 1
o 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
THU
i I l 1 I 1 1 I I I|- 1 "  I -  1 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
FRI
i l I I I I I I I —I1 1 1 1 1
0 25 50 75 100 
Tense Relax
1 1 1 I 1
0 25 50 75 100 
Tense Relax
SAT
i I 1 I I 1 I I I I1 1 1 1 1
0 25 50 75 100 
Tense Relax
0 25 50 75 100 
Tense Relax
SUN
i 1 1 l 1 1 1 1 1 ---1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
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Homework 4: Daily Stress Chart
Daily Stress Chart
Name:
Stressor / Day MON TUB WED THU FRI SAT
Administration
Pupil’s behaviour
Pupil’s academic problem
Inter-pupil’s problem
Pupil’s parents
Working conditions
Poor working 
equipment
Hassles at work
Colleagues
Total Temperature
p.S. 5°C for mild stress, 10°C for moderate stress, and 15°C for extreme stress
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Homework 5: Relaxation technique checklist
Name:
Day Before Relaxation 
(Start time: : )
After Relaxation 
(Finish time: : )
MON
i I I I 1 1 1 11 1 I I
0 25 50 75 100 
Tense Relax
1 1 1 1
0 25 50 75 100 
Tense Relax
TUB
I I I I __ 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
WED
1 1 1 1 — 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
THU
■ I ' l l 1 1 1 1 ---- 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1 
0 25 50 75 100 
Tense Relax
FRI
i I 1 I I 1 1 1 1 --------- 11----- 1 1 1 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1 
0 25 50 75 100 
Tense Relax
SAT
i i l l I 1 1 1 1 11---- I I 1 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1 
0 25 50 75 100 
Tense Relax
SUN
i l I I I 1 1 1 1 ---- 11 1 1 1 1
0 25 50 75 100 
Tense Relax
1 1 1 1 1
0 25 50 75 100 
Tense Relax
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Appendix Seventeen:
Booklet and Homework (Chinese Version)
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Booklet 2: Ellis (1962) 67 ABC 1WHS1È
A: (Activating event)
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n D: (Dispute)
^  s j f s s  ’ f iP S B to S P a  °
g  E: (The effect of disputing)
3 isifr(A ) B™: (C) BJt S S (D ) m iÉ % #  (E)
iRLhWHnft^
(0=iSB S
4/
I f F
4/
H ltbW lgE
* S S 6 ! ) S
S - E E # ï S m m ± :
R H S S S E f 'F - ® ^
m a ü m e , n r e s p t e  
S E S ê B - $ 5 W @  
&9SÎSWB?
# # ± :
W (tl$ B » IÜ lS 6 < )a
m —% # # # # ?
* E ± :
s ( t ) î s * - i e w î i -
fflSSDS?
s m a E . m s a É ^ -
E W ftfB iiliS fB tilS  
6 9 8 1 ,—S S f S S if i ,  
fiPffifiKflW lE
$ a $ S * ï l # E E , f â
$DH:SW— 
a ( i S S , S E # - E  
S S 'J S E E S .E W W  
I g S ï i f F F E
S E S R ^ F S S .S - H
to^BE'IWzBEIgHltb
E ® :# .
(From A. Ellis etc. 1997 p. 119)
Appendix 17 Booklet and Homework (Chinese Version)
Ellis b?h —
1. —{ E A E S J l l lS lA S I E to f S S  ■ A K # ± @ [ # S ^ % # A  -
2. —{ ® A ^ I tg * + Æ . ■ # A S S W ) $ i t  > «
3. - s e e §3
XC1X
4. S S tS ^ fS D *
5. ?F#iB  ' A I^A ëftiK ai-Y iH A A rïslÆ A  ■ f@ A#&@ $!l °
6. m « 'È Ê T tg
8. —fBAEBE-BcSBOA ’ EESK—f®tb6B!®toA?KfiSS «
9. î iA to E E ^ Æ T ïS Æ  • E E S a c is i lS B ^ E t o  -
10. S f f I S E M - iA lÈ A m E  - iÈ E S S A to P -g @ S $ !li;« ilà S  -
i l .  A Æ W S fiF ^ E  - ' Ê f c S f s s s
ïW to S S  (Burns 1990)
1. -
2. ( is E - f t i  :
3. S ü t t s y i l â  : jS i§ « @ 6 9 —E  - - ;
4. æ g r o s i i  : s w E Æ W i i f l t o E S  > °
s. #A ##m  : °
6. fHAft : S BE^BIS69—Sïilô] °
7. lÈ SSg : —îffifM 6!i^ W S 4$:to6 î/S S  - E fS 'R to $ êS B ^ B U A — fiAFoS®
S E  ’ E I b È B ^ B U A ^ M ®  ’ S B A M S E S f i ! #  °
8. !bS
îiiiii I>j .i9. m m a e i #
(From Helen O’Neill, p.92-93, 1999)
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Booklets: IMê&J'j
zsm m tism .:  m  mm,
n i#  -  E/Si'IiiRto'lf.îlthtijîlt. 
ilWSiSEBteEtte®, E'efflÊWSfciÜiüS^e^SE.
B i t  s
t ,  m m m m m m i m ^ -
IhISIB, # # #  - A # ? # # , E&nHBti:#.
#fc, BeStoEE-ytgtiÈlSjAII; SS-T ilH l69K liE , 
fEMIfiE, âÉtSïil-iE^atlBSï'JSFflgme. 
m i& fà ^ w w w k W Æ ,
# — □  P tK, B f /S to S E S frS tâ S îî ï—E êFIB tofÉ E .
®ÎB, nfiRBe-féSEÈSiBSE, fflnMEtt#,.. 
S-fcfgA/SSBi^SfTîitfôîS
S*S*EE*lâ9ES - @SKi/)fiSI+-
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Booklet 4:
100°C
70°C
50°C
40°C
20°C
(From Joseph G.R. Martinez 1989)
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Booklet 5:
pgis i: wmmm ? )
Hg75 i. m i m m m T M i m A m - m  »
0 t 7 5  2 .  { * s - T !  »
1. °
2 . -
3. -  m m m m i i j W M m x  »
4. -
5. °
6. F i 4 5 o
^  3: m  S.T.E.P.
Select a solution 
Try it out
Evaluate what happens: ^ S O T hT ?
i.
Persist until you feel better °
P.S. E 3{@ 6i^^E 6^P l(J
• —ïifcR SI'S^fE  E E  °
•  °
(From Gillan Butler & Tony Hope 1997)
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B -TT^ -BEgr
7 S $ 7 f ^ S  ’ R # # # # # % °
<//3.
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|g A 7 fB t# Æ E E A K )M  °
m m m ttm m s im  - { H ^ t g A s s s i  - 
# # m e # •
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¥ ± % ±
MON
TUE
WED
THU
FRI
SAT
SUN
© ftS'CMWidb-
10
'ail®
%
9 E t f DS  ?
6 7 10
3. ?
1 2 3 4 5 6 7 8 9 10
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Homework 3: # # # #
r m A m m  : )
M O N
1 1 1 1 - |
0 25 50 75 100
m m
1 1 1 1 1
0 25 50 75 100
T U E
I I I I _____ I
1 ! 1 1 ....... i
0 25 50 75 100
m m
1 1 1 1 1
0 25 50 75 100
m m
W E D
1 1 1 1 1 I I I I -_____ 1
1 1 "  1 1 1
0 25 50 75 100
m m
1 1 1 1 1
0 25 50 75 100
m m
T H U
i i i i — i|.  | | | - - j
0 25 50 75 100
M 8
i l  i i 1
0 25 50 75 100
m m
F R I
1 1 1 1 1 1 1 1 1 ______ 1
1 1 1 1 1
0 25 50 75 100
1 1 1 1 1
0 25 50 75 100
a  # #
S A T
1 1 1 1 I 1 1 1 1 — 1
1-------  I I 1 1
0 25 50 75 100
m m
1 1 1 1 1
0 25 50 75 100
a
S U N
i i i i 1 1 1 1 1 --------- 11 I - l ■ i — 1
0 25 50 75 100
m m
1 1 1 1 1
0 25 50 75 100
m m
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Homework 4:
CV lll
mtim  /  am MON TUE WED THU FRI SAT
f f i W !
m ttm m
/Wc.Wjhi/3?.
RS. 5°C 10°C 15°c # # & # # # ;%
1Q0°C
7Q°C
5Q°C
4Q°C
2Q°C
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Homework 5: # # # #
Bm
: )
MON
1 1 I I  1 1 1 1 1 1I I  1 1 1
0 25 50 75 100
a  mm
1 1 1 1 1
0 25 50 75 100
mm mm
TUE
1 1 1 1 1 1 1 1 1 —11 1 1 1 1
0 25 50 75 100
mm mm
1 1 1 i 1
0 25 50 75 100
mm mm
WED
i i i 1 1 1 i l i __ i
0 25 50 75 100
mm mm
i i i i i
0 25 50 75 100
m# mm
THU
i i i i 1 1 i i i______i1 1 1 1 n
0 25 50 75 100
mm mm
i i i i i
0 25 50 75 100
mm mm
FRI
i i i 1 11 1 - 1 I n
0 25 50 75 100
mm mm
0 25 50 75 100
mm mm
SAT
i i i 1 i i i i l I
0 25 50 75 100
i i i i i
0 25 50 75 100
SUN
1 1 1 1 I 1 | | |--------- 1[ ' 1 1 1 1
0 25 50 75 100
m# mm
1 1 1 1 1
0 25 50 75 100
mm
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Table 1 Listing the demographic characteristics of participants in 
pilot and main questionnaire study (Quantitative Phase) and the 
official report on year 2000 in Taiwan
IV Sample in the pilot 
questionnaire study 
N(% )
Sample in the main 
questionnaire study 
N(% )
The official repot 
data 
N(% )
Area
Urban 15(34.1%) 202 (32.7%) 40 (27.8%)
Suburban 15 (34.1%) 254(41.2%) 63 (43.8%)
Rural 14(31.8%) 161 (26.1%) 41 (28.5%)
Size
Large 15 (34.1%) 323 (52.4%) 53 (36.8%)
Middle 14(31.8%) 164 (26.6%) 39 (27.1%)
Small 15(34.1%) 130(21.1%) 52(36.1%)
Gender
Female 30 (68.2%) 420 (68.1%) 31835 (63.4%)
Male 14(31.8%) 175 (28.4%) 18355 (36.6%)
Missing 22 (3.6%)
Age
Under 25 years old 6(1.0%) 2533(5.0%)
25-29 years old 13 (29.5%) 99 (16.0%) 7384(14.7%)
30-34 years old 11 (25.0%) 125 (20.3%) 7794 (15.5%)
35-39 years old 7(15.9%) 137 (22.2%) 6981 (13.9%)
40-44 years old 7 (15.9%) 112(18.2%) 7034 (14.0%)
45-49 years old 4(9.1%) 89 (14.4%) 8569(17.1%)
Over 50 years old 2 (4.5%) 26 (4.2%) 9883 (19.7%)
Missing 23 (3.7%)
Years as a Tutor-teacher
Under 2 years 12 (27.3%) 82 (13.3%) 10938 (21.8%)
3-5 years 9 (20.5%) 118(19.1%)
6-10 years 8(18.2%) 154 (25.0%) 8457 (16.9%)
11-15 years 6(13.6%) 96 (15.6%) 5943(11.8%)
16-20 years 3 (6.8%) 76 (12.3%) 5884(11.7%)
Over 21 years 6(13.6%) 40 (6.5%) 13968 (37.8%)
Missing 51 (8.3%)
N = 44 in the pilot study
N = 617 in the main questionnaire study
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Table 2 Spearman’s rho between the demographic characteristics and 
the dependent variables in the Intervention Phase of this study
DVs Gender Age Marital
status
Years as a 
teacher
Year as a 
tutor-teacher
GHQ p(p) .087 (.445) -.221 (.050) -.065 (.568) .028 (.807) .156 (.211)
SPS p(p) .169 (.133) -.220 (.051) -.132 (.244) -.186 (.099) .034 (.787)
Scree Plot
332925211713951
3 7 11 15 19 23 27 31 35
Component Number
Figure 1 Scree test for Ihtor-teacher’s Job-related Stressor 
Questionnaire (TJSQ)
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Scree Plot
D-'H □„t ]
t i
1 3 5 7 9 11 13 15 17 19 21 23 25
Component Number 
Figure 2 Scree test for Way of Coping Questionnaire (WCQ)
